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Chapter 1 
General introduction 
 
Abstract 
The first chapter serves as a general introduction to the 6 studies of this dissertation. The 
chapter’s first section presents a conceptual framework on the topic central to the 
dissertation: strategic human resource management (SHRM) in education. Through different 
sub-sections, it provides more information on the conceptualisation of SHRM, the current 
state of SHRM in education(al) (research) and the need to study SHRM in relation to 
teachers’ Person-Organisation (P-O) fit. The conceptual framework is followed by a detailed 
description of (research on) the Flemish school’s discretionary leeway in the management of 
new teachers. Furthermore, several research challenges that stem from the conceptual 
framework are discussed, leading to three main research objectives. In the research design 
section it is explained how the different studies included in this dissertation tackle the 
research objectives and aligned research questions. The introduction ends with an outline of 
the dissertation’s chapter structure. 
Introduction 
The education sector is changing constantly. Schools are confronted with challenges such as 
the improvement of educational quality and the adjustment of education to societal 
developments and changing demands of students and parents. Individual schools are also 
faced with dynamic and complex issues which influence school’s policy and in particular 
school’s staff. Given this complex context, it is especially challenging for schools to invest in 
their ‘human resources’. Recently, voices have raised that school’s personnel practices 
(Loeb, Kalogrides  & Béteille, 2012) can make an important contribution in this regard 
(Mercer, Barker & Bird, 2010; Runhaar, 2017). More specifically, based on a large body of 
research outside education, the importance of strategic HRM (SHRM) is internationally 
gaining attention (e.g. Leisink & Boselie, 2014; Smylie, Miretzky, & Konkol, 2004; Smylie & 
Wenzel, 2006). This strategic approach in HRM is especially promising considering several 
critiques stating that current HRM in education is anything but systemic or strategic 
(DeArmond, 2013; Smylie et al., 2004; Rebore, 2010). Although we can built on lessons learnt 
by studies on SHRM in the private sector, we cannot ignore the fact that adopting a strategic 
approach to HRM might be challenging in the educational context. Schools have multiple 
goals and priorities which often conflict with each other due to the demands of different 
stakeholder groups (Leisink & Boselie, 2014). Until now, studies on SHRM in the education 
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sector are scarce. Empirical research is needed to provide insight in ‘how’ schools install 
SHRM and ‘why’ this is important. Otherwise the rationale for applying SHRM will stay largely 
theoretical and intuitive (Smylie et al., 2004). This dissertation aims to contribute to this issue 
by exploring the configuration of a bundle of human resource (HR) practices rather than 
single HR practices, a possibility which has been largely ignored until now (DeArmond, 2013; 
Runhaar, 2017). More specifically, this dissertation zooms in on the role of school leadership 
in the configuration of a ‘mini’-bundle of HR practices for new teachers in schools (i.e. teacher 
hiring, induction and awarding the tenure-track position). The emphasis on new teachers is 
put given their support and development needs (OECD, 2008) and the necessity of 
implementing aligned HR practices for new teachers (e.g. Kwan, 2009). Furthermore, while 
investigated substantially in the private sector, the need for empirical research investigating 
the outcomes and facilitating factors of SHRM in the public sector has been pointed out 
(Knies, Boselie, Gould-Williams & Vandenabeele, 2016). In this regard, this dissertation zooms 
in on teachers’ fit  within the school (or Person-Organisation fit) as a mechanism through 
which SHRM might influence teachers’ turnover intention. The following section of this 
introductory chapter will explain the central theoretical concepts of this dissertation.   
Conceptual framework 
Strategic human resource management (SHRM) 
Before we dive into this topic, it is necessary to define some key concepts. In the late 1980’s 
the term ‘human resource management’ emerged as an alternative to ‘personnel 
management’ or ‘personnel policy’. It was intended to convey ‘a broader, strategic and more 
dynamic interpretation of the role of effective staff management in organisations’ 
(Middlewood & Lumby, 1998, p. 9). Personnel management was typically the remit of a 
separate, specialist, expensive and highly bureaucratic unit within the organisation and was 
predominantly concerned with operational procedures. By contrast, HRM reflected the 
strategic vision of the organisation and was fully integrated into its day-to-day management. 
In theory, at least, it allowed managers at all levels to provide customised individual 
responses to issues, to use positive motivation rather than negative control, to be proactive 
rather than reactive, and to resolve differences through purposeful negotiation without 
recourse to an external third party (Middlewood & Lumby, 1998). Actually, in HRM, the 
attainment of goals is of central importance (Armstrong & Taylor, 2014). While US scholars 
typically put a heavy emphasis on financial and organisational goals, other views reflect a 
more balanced approach by identifying desired (long term) goals for the individual and 
society, next to organisational goals (Boselie, 2014; Boxall & Purcell, 2011). In this regard, 
Boselie (2014) defined HRM as ‘management decisions related to policies and practices that 
together shape the employment relationship and are aimed at achieving individual, 
organisational and societal goals’ (p. 5). Strategic HRM (SHRM) builds on this definition and 
can be defined as approach of HRM which is ‘explicitly’ aimed at achieving individual, 
organisational and societal goals (Boselie, 2014).  
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The strategic management of new teachers 
According to Knies & Leisink (2017), Boselie’s (2014) broad definition of SHRM is useful to 
apply in the educational context. In the context of schools, SHRM is focused on aligning the 
goals of the school with the HR practices (i.e. vertical fit), the fit between different HR 
practices within a school (i.e. horizontal fit) and the linkage between the school context and 
HR practices (Knies  & Leisink, 2017; Vanblaere, Tuytens & Devos, 2017). Hence, at the head 
and heart of SHRM lie meaningful school goals, which are essential, sufficiently 
operationalised, and take the school context into account (Leisink & Boselie, 2014). Yet, 
based on the educational literature until now, it might be argued that current HRM in 
education is anything but strategic (DeArmond, 2013; Smylie et al., 2004). Policy makers and 
educational leaders seem to lack a systematic and comprehensive viewpoint on HRM 
(Runhaar, 2017). Moreover, HRM has been viewed as narrowly construed, built around a 
limited range of disconnected practices and approached in a reactive instead of forward-
looking and proactive way (Keep, 1993, Rebore, 2010). 
Furthermore, based on the existing research, it can be concluded that schools lack this 
strategic approach especially in managing new teachers. The urge to implement more 
consistent and aligned HR practices which take into account new teachers’ support and 
development needs has been stressed (e.g. Kwan, 2009; OECD, 2008). Moreover, research 
on teacher hiring, induction and awarding tenure to teachers also point to a general lack of 
a strategic orientation and HR orientation, also in the Flemish context (see: ‘Research 
context’). Research on teacher hiring (i.e. recruitment and selection), for example, shows 
that: many schools and districts lack a proactive and research-based approach for recruiting 
and selecting teachers (e.g. DeArmond, Gross & Goldhaber, 2010); schools’ hiring process has 
been criticised as bureaucratic and inefficient (DeArmond & Goldhaber, 2005; Rutlegde, 
Harris & Ingle, 2008) and new teachers often experience late, rushed and information-poor 
hiring (Liu & Johnson, 2006). Furthermore, research shows that while there is a considerable 
increase in the use of teacher induction programmes and practices (Smith & Ingersoll, 2004), 
many new teachers lack well-organised support from it (Kessels, 2010; Wang & Odell, 2002). 
In general, induction programmes can include a number of elements to support and develop 
new teachers (i.e. orientation seminars, workshops, professional collaborations, structured 
support systems, and different forms of appraisal and feedback, mentoring) (OECD, 2008). 
Yet, results from TALIS (OECD, 2008) show that in some countries where an induction and/or 
mentoring programme is available, there are many new teachers that have not received 
appraisal and feedback on their work. Moreover, studies point to a non-strategic use of 
induction programmes (Feiman-Nemser, 2001) which often not take into account the needs 
of new teachers (Feiman-Nemser & Parker, 1993). Finally, although scant literature exists on 
awarding tenure to new teachers, it can be concluded that it is often an arbitrary and pro 
forma practice in which little attention is paid to teachers’ performance and growth 
(Schwartz, Hernandez & Ngo, 2010; Staiger & Rockoff, 2010; Wang et al., 2003). 
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The configuration of a bundle of HR practices  
Parallel to what’s going on in practice, in educational literature little conceptual attention is 
paid to the possibility of bundling HR practices into a comprehensive HRM system which 
comprises interlinked practices (Runhaar, 2017; Kwan, 2006). Until now, educational research 
focused mainly on single, isolated HR practices (e.g. hiring, induction, teacher evaluation) 
(Engel & Curran, 2016; Ingersoll & Strong, 2011; Tuytens, 2012). Although these studies 
provided us useful insights, the study of a bundle of HR practices is critical in order to identify 
which factors slow down the adaption of SHRM in education (Smylie et al., 2004). To provide 
insight in the configuration of a bundle of HR practices for new teachers, this dissertation 
builds on two dimensions: the ‘strategic orientation’ and the ‘human resource (HR) 
orientation’ which are based on the strategic HRM perspective (Wright & McMahan, 1992) 
and the resource-based view (RBV) (Barney, 1991) respectively. Both dimensions are 
assumed to be the main influences on the configuration of a bundle of HR practices (Arthur 
& Boyles, 2007; Colbert, 2004; Lepak, Bartol & Erhardt, 2005) and were previously used to 
develop a typology of HRM in the non-profit sector (Ridder & McCandless, 2010; Ridder, 
McCandless & Piening, 2012). The ‘strategic orientation’ refers to the alignment of decision-
making between the internal and the external context (Wright & McMahan, 1992). An 
organisation’s HRM should be designed to fit the organisational goals (i.e. ‘vertical fit’) and 
each HR practice needs to be aligned with and reinforce the other practices (i.e. ‘horizontal 
fit’) (e.g. Gratton, Hope-Hailey, Stiles, & Truss, 1999; Kepes & Delery, 2007). The ‘human 
resource orientation’ is based on the resource-based view (RBV) paradigm (Barney, 1991) 
stating that organisations achieve value through HR practices that are aligned with 
employees’ characteristics (Wright, Dunford, & Snell, 2001). By looking at both orientations, 
this dissertation aims to investigate how a ‘mini-bundle’ of HR practices for new teachers is 
configured in schools. The ‘mini-bundle’ (i.e. a limited number of  HR practices which are 
perfectly aligned) (Guest, 2004) looked at in this dissertation includes: teacher hiring, 
induction and awarding the tenure-track position. Following the abilities, motivation and 
opportunities (AMO) theory (Appelbaum, Bailey, Berg, & Kalleberg, 2001), we believe these 
practices act as adequate indicators of SHRM since these practices enhance new teachers’ 
abilities and motivation. On the one hand, we suppose teachers’ abilities will be enhanced 
through ‘hiring’ and ‘professional development’ as a result of induction practices. On the 
other hand, we assume that through ‘performance appraisal’ (as a result of induction 
practices) and ‘rewarding the tenure-track position’ teachers’ motivation will be 
strengthened. In this dissertation, we do not focus on opportunity enhancing HR practices 
(e.g. job design, participation). In line with Vanblaere and colleagues (2017) we believe these 
practices provide teachers with opportunities to put their abilities and motivations in practice 
in their daily work. Hence, as we see it, these opportunity enhancing practices provide a 
stimulating work environment for teachers in the school. Therefore, these practices can be 
seen less as individual HR practices, but rather function as general stimulants within the 
school for the ability and motivation of teachers (Vanblaere et al., 2017).  
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School leadership 
Different researchers acknowledge the important role of school leaders for the enactment 
of SHRM (e.g. Leisink & Boselie, 2014). In this regard, they are often seen as street-level 
human capital managers in education (Donaldson, 2013; Milanowski & Kimball, 2010). This is 
also pointed out by studies on single HR practices (e.g. Vanblaere et al., 2017). In the context 
of teacher hiring, for example, the role of school leaders’ demographic and background 
variables (Baker & Cooper, 2005; Liu, Liu, Stronge & Xu, 2016; Papa & Baxter, 2008), own 
values (Little & Miller, 2007) and own human capital (i.e. their leadership skills, ingenuity, 
initiative and sheer determination) (e.g. DeArmond et al., 2010; Donaldson, 2013) has been 
stressed. In the context of professional development of teachers, different studies point to 
the importance of transformational and shared leadership (Vanblaere & Devos, 2016; 
Kurland, Peretz & Hertz-Lazarowitz, 2010) or, in the context of teacher evaluation, to the 
importance of trust in the school leader (Blömeke & Klein, 2013; Tuytens & Devos, 2010; 2011; 
2014) and an integrated leadership style (i.e. approach that combines both transformational 
and instructional leadership) (Tuytens & Devos, 2011; 2014). Yet, except for Robinson and 
colleagues’ (2008) plea for leadership skills in securing resources that are aligned with school 
goals and instructional purposes, few studies empirically investigate the link between school 
leadership and SHRM. Outside educational research, however, the interest in combining 
leadership with HRM has gradually grown (Liu, Lepak, Takeuchi, R., & Sims, 2003; Vermeeren, 
2014), as it was found that employees are likely to be influenced by both the HR practices 
they experience and their supervisor’s leadership style (Purcell & Hutchinson, 2007). In this 
context, some authors even prefer the term ‘people management’ (Knies, 2012) to cover 
both the ‘HR activities’ and ‘leadership behaviour’.  
Yet, until now, scant research exists investigating the relationship between SHRM and school 
leadership characteristics. First, little is known on the relationship between SHRM and school 
leadership styles. To fill this gap in research, this dissertation aims to link the configuration of 
HR practices to two leadership models which are very influential and enduring in educational 
research: instructional and transformational leadership (Bush, 2014; Hallinger, 2003). Both 
have gained support in the literature, and both have been recommended as models of 
leadership for school principals (Leithwood & Jantzi, 2006; Robinson et al., 2008). 
Instructional leadership, on the one hand, focuses on the core business of education: 
teaching, learning, and classroom pedagogy (Hallinger, 2003). Hallinger (2003) developed a 
specific conceptualisation of instructional leadership consisting of three dimensions: (1) 
defining the school’s mission, (2) managing the instructional program, and (3) promoting a 
positive school learning climate. Transformational school leaders, on the other hand, seek to 
build their school’s capacity,  to select its goals and to support the improvement of the quality 
of teaching and learning (Hallinger, 2003). This model places motivation and commitment of 
teachers central and emphasises the understanding of teachers’ needs in order to increase 
their capacity (Hallinger, 2003; Leithwood, 1992). Although instructional and 
transformational leadership can function best as a tandem (Day, Gu & Sammons, 2016; Marks 
& Printy, 2003), there is discord in the literature regarding the contribution of each leadership 
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style to the promotion of SHRM. While outside education, some researchers point to the link 
between transformational leadership and SHRM (e.g. Vermeeren, 2014; Vermeeren, Kuipers 
& Steijn, 2014; Zhu, Chew & Sprangler, 2005), inside the educational field it is unclear which 
school leadership style is beneficial for SHRM. Including both instructional and 
transformational leadership in the same research model in this dissertation, allows their 
merits to be uncovered for SHRM. Second, it remains largely unclear how school leaders  
align HRM and school culture. Although the awareness has grown that, amongst other 
factors, school leaders indirectly affect student outcomes and school improvement through 
HRM (Donaldson, 2013; Horng & Loeb, 2010; Loeb, Kalogrides & Beteille, 2012) and school 
culture (Hallinger & Heck, 1998; Leithwood, Sammons, Harris & Hopkins, 2006), until now 
scant educational research focus on HRM and school culture together. To fill these gaps in 
existing research, this dissertation explores whether differences in the configuration of a 
bundle of HR practices for new teachers relate to differences in school culture. Moreover, 
we try to better understand the role of the principal in the alignment between HRM and 
culture, grounding it by specifying how this takes place. The latter might contribute to a 
better comprehension of school culture characteristics through which SHRM flourishes or 
fails, on the one hand, and school leadership practices necessary in the context of SHRM, on 
the other hand. 
Teachers’ turnover intention 
While research on SHRM in the public and education sector has been largely ignored (Knies 
et al., 2016), based on lessons learnt from prior SHRM research conducted in the private 
sector (e.g. Arthur, 1994), we might assume that SHRM helps to retain teachers. More 
specifically, in this dissertation, we zoom in on how SHRM might lower teachers’ turnover 
intention. Before discussing how this relationship works (see following sub-section), we 
explain why we focus on teachers’ turnover intention and how it is conceptualised.  
The umbrella term ‘teacher turnover’ is used to describe ‘the departure of teachers from 
their teaching jobs’ (Ingersoll, 2001, p. 500), referring to teachers who move within 
(‘migration’) and/or leave from the teaching profession1 (‘attrition’). Worldwide teacher 
turnover has been portrayed as a perennial problem. In Flanders (Belgium), current teacher 
attrition rates indicate that 13% of all primary school teachers younger than 30 leave the 
profession within the first five years (Flemish  Department  of  Education  and  Training, 2013). 
In the USA, the UK, and Australia, the situation is even worse with turnover rates reaching 
nearly 40 percent, coupled with prediction of impending teacher shortages in the near future 
                                                             
1 Commonly, a distinction is made between teachers leaving the teaching profession as a ‘personal choice’ and teachers exiting 
due to ‘natural causes’, such as retirement, maternal leave, resignation ,temporary leave or career interruption. The latter kind 
of drop-out is usually indicated by the term wastage, while the first is labelled as turnover (Macdonald, 1999; Williams, 1979). 
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(Lindqvist, Nordänger, & Carlsson, 2014). While, until now, no exact estimation of the amount 
of teachers moving to another school in Flanders is made, internationally the turnover 
problem has been exacerbated by pointing at the fact many of those who stay in teaching 
move frequently between schools looking for improved working conditions (Marvel, Lyter, 
Peltola, Strizek & Morton, 2006). Despite evidence showing that these turnover rates are 
comparable with those in other occupations (Harris & Adams, 2007), teacher turnover 
continually draws the attention of policymakers, researchers, and administrators. Teacher 
turnover negatively affects student achievement, it has important psychological 
consequences for both teachers and schools, it negatively affects school culture and climate, 
reduces the overall formation of community and leads to real fiscal costs (e.g. Guin, 2004; 
MacDonald, 1999; Ronfeldt, Loeb & Wyckoff, 2013). Yet, as studying actual teacher turnover 
is an extremely complex phenomenon given the uncontrollable impact of external factors 
and its underlying dimensions (Mayer, Dixon, Kline, Kostogriz, Moss & Rowa, 2017), several 
scholars suggested to investigate ‘turnover intention’ instead. Hence, turnover intention has 
been studied extensively (both inside and outside the educational field), especially as 
turnover intention has been found to be a valid proxy of actual turnover (Griffeth, Hom, & 
Gaertner, 2000; Sun & Wang, 2016). Since many researchers defined turnover as one’s desire, 
willingness or willfulness to leave the organisation (e.g. Mowday, Porter, &, Steers 1982; Tett 
& Meyer, 1993), in most educational studies, turnover intention is operationalised as the sum 
of ‘leavers’ (i.e. teachers leaving the teaching profession) and ‘movers’ (i.e. teachers moving 
to another school) (e.g. Skaalvik & Skaalvik, 2011; You & Conley, 2015). Nevertheless, different 
studies show ‘leavers’ and ‘movers’ cannot be seen as a homogenous group (Cochran-Smith, 
2004; Kukla-Acevedo, 2009). Hence, instead of generally assessing the extent to which 
teachers recently considered relocating to a different school or leaving their jobs and going 
into a different profession, in this dissertation ‘intention to leave’ and ‘intention to move’ will 
be treated as two different constructs. 
Teachers’ P-O fit as neglected mechanism between SHRM and turnover 
intention 
As stated above, relying on prior SHRM research conducted in the private sector, it can be 
stated that SHRM might help to retain teachers. However, according to Wright & Nishii (2013) 
more understanding is needed of possible mechanisms through which SHRM might affect 
individual and organisational performance. One mechanism through which this might occur 
is Person-Organisation (P-O) fit (Boon, Den Hartog, Boselie, & Paauwe, 2011). P-O fit is one of 
the most widely studied topics in recent years. While this mechanism still needs to be tested 
in the SHRM field (Boon et al., 2011), it has been extensively studied in organisational 
behaviour. Research shows how P-O fit is related to positive individual and organisational 
outcomes such as performance, organisational citizenship behaviour and commitment, job 
satisfaction, and turnover intention (for reviews, see: Hoffman & Woehr, 2006; Kristof-
Brown, Zimmerman & Johnson al., 2005; Verquer Beehr, & Wagner, 2003). These positive 
effects explain why P-O fit has recently gained attention in education (Youngs, Pogodzinski, 
Grogan, & Perrone, 2015). Yet, the study of teachers’ P-O fit in general and, more specifically, 
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in the context of linking SHRM to teacher turnover intention is still an emerging field in which 
different research gaps exist. First, the scant studies available on teachers’ P-O fit have mainly 
focused on teachers’ own sense of fit, thereby neglected approaching fit as the interplay or 
interaction of internal and external factors (i.e. interactionist perspective) (Youngs et al., 
2015). Second, in the educational field, little empirical attention has been paid on 
investigating the link between the configuration of a bundle of HR practices and teachers’ P-
O fit, on the one hand, and teachers’ P-O fit and turnover intention on the other hand. In 
what follows, these research gaps will be discussed more in detail, starting by explaining 
different approaches to P-O fit. 
Different approaches to P-O fit 
P-O fit, located within the broader theoretical framework of person-environment (P-E) fit, 
has been mostly defined as “the compatibility between people and organisations that occurs 
when: (a) at least one entity provides what the other needs or (b) they share similar 
fundamental characteristics or (c) both” (Kristof 1996, 4-5). Although P-O fit  is one of the 
most widely used psychological constructs in industrial and work psychology and despite its 
general consensus, the exact nature of ‘compatibility’ remains often questionable and 
misunderstood (Kristof-Brown & Billsberry, 2013).   
By reviewing the P-O fit literature, Kristof-Brown & Billsberry (2013) identify two dominant, 
and increasingly distinct, portrayals of organisational fit. They make a distinction between 
researchers who focus on fit as an internal feeling of “fitting in” or of “feeling like a misfit” 
(usually referred to as ‘perceived fit’), and those who view from an interactionist perspective. 
The interactionist perspective (Lewin, 1951) asserts that neither personal characteristics nor 
the situation alone adequately explain the variance in behavioural and attitudinal variables. 
Instead, the interaction of personal and situational variance accounts for the greatest 
variance. Actually, the key difference from perceived fit is that individuals are never asked 
directly to report their feelings or cognitions about how well they fit. Instead, they report 
various sets of data about themselves and/or the environment, which researchers then use 
to calculate a measure or index of fit (Kristof-Brown & Billsberry, 2013). This calculated form 
of fit is subdivided into two main streams. The first, called ‘subjective fit’, is assessed when 
the individual whose fit is being measured is asked to report internal and external elements. 
For example, respondents might be asked to report their own values and also their 
perceptions of their organisation’s values. The distinguishing characteristic is that both 
assessments originate in the views of the respondent. The second, called ‘objective fit’ (or 
actual fit), uses different sources to report the characteristics of the person and the 
environment. Most typically, the internal dimensions (i.e., personal values or personality) are 
self-reported by the person whose fit is being calculated, and the external dimensions (i.e., 
organisational values, climate or culture) come from another source. Both ‘perceived fit’ and 
‘subjective fit’ measures have been referred to as a ‘same-source index of fit’ in order to 
distinguish this measure from a ‘different-source fit index’ in which other referents than the 
focal person are involved in providing the O-component of the fit index (as in ‘objective fit’ 
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measures) (van Vianen, Pater & Van Dijk, 2007). In this dissertation, the terms ‘same-source’ 
and ‘different-source’ fit are used since the label ‘objective’ can be misleading as the O-
component is also established through the perceptions of (other) people which are by 
definition subjective. Moreover, within these two streams of research, P-O fit has been 
conceptualised as ‘supplementary fit’ and ‘complementary fit’. Supplementary fit occurs 
when a person possesses characteristics that are similar to other individuals in an 
environment. Most studied are ‘value’ congruence and ‘goal’ congruence (Kristof, 1996). 
‘Complementary fit occurs when a person’s characteristics “make whole” the environment 
or add to it what is missing’ (Kristof 1996, p. 3) and encompasses both demands–abilities fit 
and needs–supplies fit. Reviews of fit often contain also heated debates about the relative 
merits of these dimensions and how they should be measured (Kristof-Brown & Billsberry, 
2013). In educational research P-O fit is an emerging field and mostly studied from a perceived 
fit approach. Given this unexplored nature, this dissertation focuses on the ‘actual’ fit of 
teachers own values with the school culture and thus approaches P-O fit as value congruence 
using a different-source fit index. 
The ASA model as the underlying framework 
Within the P-O fit literature, the attraction-selection-attrition (ASA) model (Schneider, 1987; 
Schneider, Goldstein & Smith, 1995) plays a prominent role. This model states that besides 
selecting people to match a particular job or function, achieving a match with the work 
setting itself leads to long-term effectiveness. Moreover, the model argues that the goals of 
its founders continue to be reflected in the characteristics of the organisation. These 
characteristics attract certain kinds of people to apply, as people feel more attracted to 
organisations with which they share important characteristics (e.g. values) (Schneider et al., 
1995). In the selection stage of the ASA cycle, people with this specific set of characteristics 
are more likely to be recruited and selected. Finally, the attrition process implies that people 
who ultimately do not fit are more likely to leave. In the long run, the ASA cycle will lead to 
organisations becoming more homogeneous. Those who fit tend to stay and those who do 
not fit leave, often soon after entry (Schneider, 1987). Relying on this model, different 
researchers investigated the relationship between HRM and P-O fit, on the one hand, and P-
O fit and turnover intention, on the other hand.  
First, different researchers found support for the fact that (a bundle of) HR practices 
positively affect employees’ P-O fit (e.g. Autry & Wheeler, 2005; Boon et al., 2011). In a similar 
way, some educational researchers found that hiring practices help to enhance teachers’ P-
O fit (Cranston, 2012; Ellis, Skidmore & Combs, 2017; Liu, 2005). Yet, as these studies focus 
exclusively on single HR practices and teacher’s own sense of fit, until now, it remains largely 
unclear how a bundle of HR practices influences teachers’ actual fit within the school culture 
(i.e. different-source fit). Hence, this dissertation aims to investigate this relation. 
Second, a number of studies have found support for the notion that P-O fit is related to 
turnover intention (e.g. Hoffman & Woehr, 2006; Wheeler, Gallagher, Brouer & Sablynski, 
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2007; Tak 2011). Also educational researchers have been interested in studying this 
relationship. However, the majority of existing studies in the educational field found rather 
low and moderate correlations between teachers’ own sense of P-O fit and turnover 
intention (e.g. Jones, Youngs, and Frank, 2013; Skaalvik & Skaalvik, 2011). Until now, it remains 
largely unclear why only a weak relationship exists between P-O fit and turnover intention. 
While outside education evidence is found for a combined effect of both P-O fit and job 
satisfaction on turnover intention (Kristof-Brown et al., 2005; Verquer et al., 2003), most 
educational researchers tend to test teachers’ P-O fit-job satisfaction and teachers’ P-O fit-
turnover relationships independently (e.g. Erdogan, Kraimer & Liden, 2002; Grogan & 
Youngs, 2011). Finally, to our knowledge, scant research exists on the possible moderating 
variables between teachers’ P-O fit and turnover intention which might explain the rather 
weak relationship. Wheeler and colleagues (2007) found that while P-O misfit leads to job 
dissatisfaction, unless a poor-fitting, dissatisfied individual believes that other work 
opportunities exist, he/she will not have the intention to leave his/her current position. 
Building on the work of Wheeler and colleagues (2005; 2007), it might be expected that: 1) 
there exists a combined effect of teachers’ P-O fit and job satisfaction on turnover intention, 
and 2) teachers’ perceived employability plays a moderating role in this relationship. Hence, 
this dissertation aims to investigate the moderating role of teachers’ perceived employability 
in the P-O fit-job satisfaction-turnover intention relationship. 
Context variables 
Schools as well as teachers do not operate in a vacuum. Based on the existing literature, we 
know it is important to take into account both school and teacher context variables. 
Although the main focus of this dissertation is the link between HRM, P-O fit and teacher 
turnover intention (with school leadership playing a facilitating role) a selected group of 
school context variables and teacher demographic variables are included, mainly as ‘control’ 
variables. 
School characteristics 
According to Leisink and Boselie (2014), several key issues lie in a school’s internal and 
external context that differ for each organisation and that need to be taken into account by 
those developing and investigating SHRM. Boselie’s (2014) plea to take into account both 
internal context variables (i.e. structural and cultural) and external context variables (i.e. 
institutional2 and market context) was reconfirmed by a recent review study on HR practices 
in education (Vanblaere et al., 2017). Regarding the school’s external context, we include the 
school’s location (i.e. urban versus rural context) as a market context variable. Previous 
research shows that urban schools are disadvantaged in the supply of qualified teachers in 
comparison with rural schools (Levin & Quinn, 2003; Papa & Baxter, 2008). While most recent 
                                                             
2 The institutional context refers to social, cultural, and legal context variables (Paauwe, 2004). A detailed explanation of the 
legal context in Flanders is discussed in the following section (see: Research context). 
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studies on the Flemish labour market do not take into account regional differences in the 
supply of qualified teachers (Flemish Department of Education and Training, 2016), earlier 
labour market studies point at the fact that for urban schools it is more difficult to find 
qualified teachers compared to schools in rural areas (Flemish Department of Education and 
Training, 2010; 2012) which might limit strategic hiring or tenure-track decisions. 
Furthermore, regarding the internal context, both structural school characteristics and 
cultural school characteristics are taken into account in this dissertation. First, the school’s 
sector (i.e. publicly financed schools run by the Flemish government or municipalities and 
publicly financed schools privately run) is included as a structural context variable. Previous 
research (yet mostly in an American context) shows that public schools are more formalised 
in their HR practices and consequently have less autonomy as compared to schools in the 
private sector or charter schools (Podgursky & Ballou, 2001; Williamson, 2009). In this regard, 
one might expect that decentralised or school-based hiring creates an opportunity to make 
more strategic hiring decisions since schools can use deeper and subtler selection methods 
than centralised selection systems (DeArmond et al., 2010; Liu & Johnson, 2006). Moreover, 
the amount of disadvantaged students in the school is taken into account. This structural 
variable is included as it is found that schools serving large numbers of low-income students 
often fail to provide supportive hiring and induction practices (Johnson, Kardos, Kauffman, 
Liu & Donaldson, 2004). In addition, this variable is included as it might influence teacher’s P-
O fit (through its effect on the homogeneity of school culture) (Dumay, 2009), on the one 
hand, and teachers’ intention to leave (e.g. Borman & Dowling, 2008) and move (Scafidi, 
Sjoquist & Stinebrickner, 2007), on the other hand. Finally, as a cultural characteristic, we 
zoom in on the prevailing culture of the school in the context of SHRM. This final cultural 
context variable is approached - in line with Vanblaere and colleagues (2017) - as an 
antecedent and outcome of SHRM investigated more in depth (and in relation to school 
leadership) in Chapter 4.  
Teacher characteristics  
Research on (teacher) turnover (intention) pointed to the importance of taking into account 
demographic characteristics (Guarino, Santibañez & Daley, 2006; Griffeth et al., 2000). To 
rule out potentially spurious relations, in different studies in this dissertation we controlled 
for age (in years), gender and experience in the school. These control variables are commonly 
used in studies on fit and turnover (Boon & Biron, 2016). 
Research context 
Before a more detailed explanation is given on the management of new teachers in the 
context of Flemish education, it is necessary to note that this dissertation focuses on the 
context of primary education (including children from 2.5 to 12 years old). As research on 
HRM in education is still in its infancy and previous research cautiously indicates that the 
management of teachers might differ between primary and secondary education (Kimball et 
al., 2010), we chose to focus on primary education only in this dissertation. Regardless of the 
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school’s level and the school’s sector (i.e. publicly financed schools run by the Flemish 
authority, publicly financed schools run by the municipalities or publicly financed schools 
privately run) all school boards in Flanders, have been granted autonomy in carrying out 
teacher hiring, induction and awarding tenure to teachers (European Commission, 2013). In 
practice, the majority of school boards decentralise most of these responsibilities to the 
individual schools. As a result, it is the school principal who disposes of a high autonomy in 
the way he/she implements HR practices for new teachers (OECD, 2014). Given the fact that 
principals have significant discretion in implementing HRM and the fact that Flemish schools 
are characterised by the freedom of education (e.g. free in choosing their school vision and 
related school goals) -which is the fundamental pillar of Flemish education- this dissertation 
assumes schools have ample space to implement HRM in a strategic way.  
Teacher hiring 
Flanders operates in an ‘open hiring’ system meaning that school boards (which are the 
primary employers instead of schools) can implement their own procedures with regard to 
the recruitment and selection of teachers (European Commission, 2013). Yet, the extent to 
which school boards decentralise the full responsibility for publicising vacant posts, 
requesting applications, and selecting teachers to individual school principals tend to vary 
between schools (Devos, Tuytens, Deconinck & Staelens, 2016). Teacher hiring can be either 
centralised at the school board or school network level or conducted independently by each 
school. School boards with a ‘highly decentralised’ hiring approach, for example, allow 
individual schools to accept applications and hire into open positions; in school boards with 
‘highly centralised’ approaches officials oversee the screening, selection, and assignment 
processes. However, in other schools there is a shared responsibility for teacher hiring 
between the principal and some relevant actors linked to the school board or school network 
(e.g. the chairman, an occupational psychologist). Liu & Johnson (2006) call this a 
‘moderately centralised or moderately decentralised approach’ of teacher hiring. Yet, in most 
Flemish schools there is a highly decentralised approach in teacher hiring in which principals 
get full autonomy (Devos, Verhoeven, Stassen & Warmoes, 2004), leading to large 
differences in the thoroughness of teacher selection and the sources that are used in order 
to make a selection decision (Devos et al., 2016). Yet, the Flemish ‘open hiring’ system does 
not mean that school boards or school leaders can hire no matter who. The teacher candidate 
needs to full certain standard requirements (related to qualification, nationality, language, 
teaching certificate, etc.). Moreover, recent research point to the fact that seniority rules 
within the school network (‘scholengemeenschap’)3 often act as a barrier for school leaders 
in implementing a steering hiring policy (Devos et al., 2016).  
                                                             
3 School networks (‘scholengemeenschappen’) group Flemish schools within an geographic area. The school network might 
play an important role in a school’s HRM depending on the joint decisions schools make within the school network on resources 
or staffing. 
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Teacher induction 
Flemish schools are free to decide what support they provide for new teachers. Flanders 
does not provide a comprehensive, system-wide induction program or resources for schools 
to organise induction practices (European Commission, 2013). From 2007 until 2011 the 
Flemish government provided resources for mentoring in primary schools but these funds 
were cut back because of general savings. With this change, the government placed 
individual schools again in charge of the induction of new teachers. Yet, a common practice 
to deal with this challenge is (partly) relieving some teachers from their teaching duties in 
order to fulfill the responsibility of a mentor. However, recent research in this context shows 
that rather the social interconnectedness of the new teacher with the mentor -rather than 
solely the presence of a mentor- leads to the desired results (Struyve, 2017).  As many schools 
do not succeed in the latter, this is at the expense of pivotal support of new teachers (Devos 
& Tuytens, 2013).  
Awarding the ‘tenure-track position’ 
Once new teachers are hired, their teaching career is made up of three key stages. First, at 
the start of a teaching career, new teachers are always given a temporary position of definite 
duration (i.e. ‘tijdelijke aanstelling van bepaalde duur’). This is an appointment of one school 
year or less, can be renewed, and is associated with either a vacant or non-vacant position. It 
is the autonomy of individual school boards (in practice often: the school leader) to decide 
whether to discontinue or renew the appointment after one year. After a minimum of three 
school years a temporary staff member reaches automatically the second stage in his/her 
career: the temporary appointment of continuous duration (i.e. ‘tijdelijke aanstelling van 
doorlopende duur’), which can be considered as a ‘tenure-track position’. Every teacher 
reaches this type of appointment if: 1) they have taught for at least 720 days (spread over a 
minimum of three school years) within one or more schools within the same school network, 
and 2) if they received an evaluation report in which a positive final conclusion was drawn  
(Flemish Department of Education and Training, 2003). Once teachers attain a tenure-track 
position, they obtain priority over teachers with a temporary position to get a teaching 
position in a school within the school network (i.e. seniority rule). Because the existence of 
this seniority rule, we consider the choice that schools have to make whether to discontinue 
or to continue the appointment after one (or two) year(s) as the first important retention 
decision for schools. Although research in this context is scarce, studies on the 
implementation of the teacher evaluation policy in Flanders point to the fact that schools 
often prevent temporally teachers getting the tenure-track position by discontinuing their 
temporally contract after one or two years (Devos, van Petegem, Vanhoof, Delvaux, 
Vekeman, 2013; Devos, van Petegem, Vanhoof, Declercq, Delvaux, 2014). Moreover, these 
studies show that the practice of discontinuing the contract is often not preceded by a formal 
performance evaluation (Devos et al., 2013; 2014). This means these teachers often do not 
get a formal evaluation report or conversation. Actually, schools are not obliged to formally 
evaluate teachers with a temporary appointment within the frame of the first three years. 
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The Flemish teacher evaluation policy, which was implemented in primary education in 2009, 
only obliges schools to evaluate all their teachers every four years (Flemish Department of 
Education and Training,  2009). Nevertheless, every teacher appointed for a least 104 days in 
a school needs to agree on his/her job description. This is an individualised document that 
describes which tasks a teacher has and how he is expected to fulfill these tasks. The job 
description is the basis for the further evaluation process. In this evaluation process, regular 
feedback has to be provided to the teacher (e.g. during a performance appraisal 
conversation) and if necessary, the teacher has to receive help to improve his performance. 
Finally, every evaluation period needs to be concluded with a performance evaluation by a 
formal evaluator of the teacher (which is often the school leader). This performance 
evaluation has to result in an evaluation report in which a final conclusion (sufficient or 
insufficient) is drawn (Flemish Department of Education and Training, 2009). As the Flemish 
teacher evaluation procedure sets only these broad rules for schools to follow, large 
differences have been found in the way the evaluation process was approached. Schools 
seem to vary in the extent to which time and effort is invested in providing new teachers with 
feedback during their first years in the school (Devos et al., 2013; 2014). 
Research challenges 
To summarise, five research challengers have become apparent from the conceptual 
framework and the research context that was described in the preceding paragraphs. In 
particular, there is a need for: (1)  a focus on the configuration of a bundle of HR practices for 
new teachers in primary education; (2) a focus on school leadership; (3) a focus on teachers’ 
P-O fit in relation to SHRM and turnover intention; (4) a different (-source) approach to 
teachers’ fit, and (5) distinguishing ‘intention to leave’ from ‘intention to move’. In what 
follows, these five research challenges will be discussed. 
Focus on the configuration of a bundle of HR practices for new teachers 
in primary education  
While the necessity for schools to implement SHRM in education is increasingly 
acknowledged (Leisink & Boselie, 2014), only a handful of studies have investigated this issue 
empirically (Smylie et al., 2004). Until now, studies on single and isolated HR practices 
predominate the educational literature, ignoring the possibility of bundling HR practices into 
a comprehensive HRM system (Runhaar, 2017). More specifically, there is a lack of empirical 
evidence documenting the configuration of a bundle of HR practices in the context of 
primary education, where school principals play a pivotal role in HRM. Gaining more insight 
in this process would be especially interesting since HRM seems to be relatively ill-developed 
in the education sector. Also, it appears to be hard to implement in a systematic and effective 
way (Symlie et al., 2004; Runhaar, 2017). In this regard, the study of principals’ configuration 
of a bundle of HR practices - while taking into account the schools’ context - might help to 
uncover barriers which principals are confronted with in implementing SHRM. More 
specifically, it would be interesting to focus on the configuration of HR practices for new 
General introduction 
17 
teachers given the fact that the current management of new teachers is often not strategic 
(Kwan, 2009; OECD, 2008).  
Focus on school leadership  
In general, there is a consensus about the importance of school leadership for HRM 
(Donaldson, 2013; Leisink & Boselie, 2014; Milanowski & Kimball, 2010; Vanblaere et al., 2017). 
However, there exists little knowledge on how school leadership relates to HRM. Future 
research should take into account the plea of Robinson and colleagues’ (2008) to gain deeper 
understanding of leadership skills necessary to implement SHRM. By looking at the 
configuration of a bundle of HR practices through a school leaders’ lens and investigating 
multiple leadership styles (i.e. instructional and transformational leadership), the merits of 
each of these leadership styles can be uncovered in the context of SHRM. Moreover, by 
zooming in on how school leaders’ align school culture with HRM, school leadership skills 
advancing the strategic management of new teachers might be detected.  
Focus on teachers’ P-O fit in relation to SHRM and turnover intention 
There are several reasons why schools might benefit from SHRM. Relying on prior research 
conducted in the private sector, SHRM might be seen as a way to lower teachers’ turnover 
intentions. Yet, relying on the work in the private sector is dangerous as schools’ goals will 
differ from these in private sector organisations and schools are hampered in implementing 
SHRM by various external factors. In this regard, the need to investigate the outcomes of 
SHRM in the education sector has been stressed (Smylie et al., 2004; Leisink & Boselie, 2014). 
More specifically, more understanding is needed of possible mechanisms through which 
SHRM might affect teachers’ turnover intention. While Boon and colleagues (2011) found that 
P-O fit is such a mechanism through which this occurs, it is unclear whether this is also the 
case in the education sector. Hence, in order to gain insight in this process, first more 
research is needed on the link between SHRM and P-O fit. The emerging literature on 
teachers’ P-O fit focused until now mainly on the consequences (Youngs et al., 2015). Second, 
it would be useful to gain a deeper understanding on the rather weak relationship found 
between teachers’ P-O fit and turnover intention by studying the possible mediating role of 
teachers’ job satisfaction and the moderating role of teachers’ perceived employability. 
Different (-source) approach to teachers’ fit 
Influenced by the strong body of research from industrial and organisational psychology 
showing the positive effects of P-O fit (e.g. Kristof-Brown et al., 2005), the interest in studying 
teachers’ P-O fit has recently grown. While a handful studies available on teachers’ P-O fit 
provided us already with useful information, these studies focused mainly on the teachers’ 
own sense of fit (i.e. ‘perceived fit) (Youngs et al., 2015). Approaching P-O fit from a different 
perspective in which it is seen as the interplay or interaction of internal and external factors 
and measured using a ‘different-source fit index’ would be -according to Youngs and 
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colleagues (2015)- enriching and innovative within the educational field. In other words, 
rather than studying teachers’ own sense of fit with the school culture there is a need to gain 
a deeper understanding of the ‘actual’ fit between teachers’ preferred school values and the 
school values perceived by also other teachers in the school. The congruence between 
teachers’ values (i.e. supplementary P-O fit) might be especially important in the context of 
education since the teaching profession is, according to Sahlberg (2010), typically driven by 
values.  
Distinguishing ‘intention to leave’ from ‘intention to move’  
Despite the fact that educational research shows that it is important to differentiate between 
‘leavers’ and ‘movers’ (Kukla-Acevedo, 2009; Cochran-Smith, 2004), only a few researchers 
(e.g. Ndoye et al., 2010) approach ‘intention to leave’ and ‘intention to move’ as separate 
constructs. Especially, in the context of studying teachers’ P-O fit it would be interesting to 
distinguish between these two dimensions of turnover intention as the possible misfit of 
teachers with the school culture might affect teachers’ intention to leave the profession to a 
different extent than it might affect teachers’ intention to move to another school.  
Research objectives 
Taking into account the research challenges above, the aim of this dissertation is to explore 
principals’ configuration of a bundle of HR practices for new teachers in primary education. 
Moreover, the goal is to identify existing relationships between the configuration of HR 
practices and leadership characteristics, on the one hand, and teacher outcomes, on the 
other hand.  
This general aim is divided in three research objectives that directed the different studies of 
this dissertation (see Figure 1). 
 Research objective 1 (RO 1): Exploring the configuration of HR practices for new 
teachers in the context of primary education. 
This research objective is subdivided into the following research questions (RQ): 
RQ 1a) How do school principals configure HR practices for new teachers? 
RQ 1b) Does the configuration of HR practices for new teachers differ 
according to the school’s context? 
 Research objective 2 (RO 2): Identifying school leadership characteristics that are 
related to the configuration of HR practices. 
This research objective is subdivided into the following research questions: 
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RQ 2a) What is the relationship between the configuration of HR practices 
and principals’ leadership style? 
RQ 2b) How do school principals align the configuration of HR practices 
with the school’s culture? 
 Research objective 3 (RO 3): Investigating the relationship between the 
configuration of HR practices, teachers’ P-O fit (using a different-source fit index) 
and turnover intention. 
This research objective is subdivided into the following research questions: 
 
RQ 3a) What is the relationship between the configuration of HR practices 
and teachers’ P-O fit, while taking the school context and demographic 
teacher variables into account? 
RQ 3b) What is the relationship between teachers’ P-O fit, job satisfaction, 
perceived employability and turnover intention, while taking the school 
context and demographic teacher variables into account? 
RQ 3c) Does the relationship between teachers’ P-O fit, job satisfaction 
and turnover intention differ according to the configuration of HR 
practices? 
 
Figure 1. Research objectives. 
Research design 
In order to achieve the research objectives qualitative, quantitative and mixed-methods 
designs were applied using multiple data sources and various levels of analysis. This offers an 
advantage to gain broader and deeper knowledge of SHRM in the context of education, and 
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also a methodological advantage in terms of data validity. The results presented and 
discussed in this study are based on six studies (see Table 1): two qualitative studies (Chapter 
2 and 4), one quantitative study (Chapters 6), and three mixed-methods studies (Chapter 3, 
5 and 7).  
The studies described in Chapter 2 and 4 are based on a qualitative design tackling the 1st and 
2nd  research objective. To explore how school principals configure of a bundle of HR practices 
(RQ 1a) 75 school principals were interviewed, using semi-structured interviews. Within-case 
and cross-case analysis (Miles & Huberman, 1994) was used to explore the qualitative data. 
This analysis resulted in the identification of four types of HRM for new teachers in primary 
education. This is presented in Chapter 2 using data of 54 primary school principals. To 
establish the reliability of the interview data, double coding was used. For this study 
additional data about the school context were obtained from government databases. In 
order to investigate whether these school context characteristics were associated with the 
configuration of HR practices (RQ 1b), Fisher exact tests were used. In Chapter 4, the 
configuration of HR practices for new teachers was investigated more in depth by focusing 
on the role of the school leader in aligning HRM with the school’s culture (RQ 1b and RQ 2b). 
For this study, we zoomed in on two HRM types which differ from each other both regarding 
the strategic orientation and HR orientation (i.e. administrative and strategic-developmental 
HRM type). More specifically, in each HRM type, 2 prototypical cases were selected based on 
the interview data with principals. In addition to the interviews with principals, qualitative 
data from teachers and other relevant actors within the school were gathered in each school 
using semi-structured interviews (n total = 20). The interviews were analysed using within-case 
and cross-case analysis (Miles & Huberman, 1994) in combination with relevant documents 
(i.e. school vision documents, HR documents, inspection reports). While the multiple data 
sources strengthened the validity of the interview data, the triangulation of perceptual 
viewpoints of both principals, teachers and other relevant actors in the school helped to 
validate the responses from different subgroups (i.e. multiple case design). Moreover, in this 
study member checking (by providing a school feedback report) and double coding were 
used to check the reliability of the data. 
In order to tackle the 3th research objective, a quantitative design was applied in Chapter 6. 
Data from 997 primary school teachers were gathered for this study through an online 
survey. Supplementary information about the school’s context was gathered through 
government databases. In this study the moderating role of perceived employability in the 
relationship between teachers’ P-O fit, job satisfaction and turnover intention (RQ 3b) was 
analysed on the individual level using a moderated mediation analysis.  
A mixed methods design was used to tackle the 2nd and 3th research objective in Chapter 3, 5 
and 7. More specifically, a convergent design (Creswell, 2012) was used in which both 
qualitative and quantitative data were gathered simultaneously and analysed together. For 
the study reported in Chapter 3 qualitative data on HRM from 75 school principals were 
transformed into numerical scores (i.e. data transformation) and combined with teacher 
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survey data on the principal’s leadership styles. The data was coded based on the typology 
developed in Chapter 2. One-way ANOVA and binary logistic regression techniques were used 
to analyse the relationship between the configuration of a bundle of HR practices (using the 
‘quantised’ school leader data) and teachers’ aggregated perceptions of the principal’s 
leadership style (n individual = 1058; n aggregated = 75) (RQ 2a). Hence, the relationship was analysed 
on the school level. For the study described in Chapter 5, a similar design was followed, yet 
including different levels of analysis. This mixed methods study on the relationship between 
the configuration HR practices (based on principal data) and teachers’ P-O fit (based on 
teacher data) (RQ 3a) included both variables at the school and teacher level and thus dealt 
with teachers who are nested within schools. Relying on the work of Hox (2010), we assume 
an interplay between teachers and the school to which they belong. In this regard, multilevel 
research was needed, which takes into account the grouping of teachers per school. In these 
analyses, variation at the individual level and school level was studied. The study described in 
Chapter 7 relies also on multiple data: interview data with 56 principals and online survey 
results of 847 teachers. A multiple group path analysis was used in order to investigate 
whether the relationship between teachers’ P-O fit, job satisfaction and intention to move 
differs according to the configuration of HR practices (RQ 3c). While this relationship was 
investigated at the individual level, the clustered structure (teachers nested in schools) was 
taken into account using lavaan.survey (Oberski, 2014). 
 
  
Table 1. Research objectives, methodology, data collection, research techniques and level of analysis. 
Chapter RO RQ Methodology Data collection Research techniques Level of analysis 
1  General introduction (introduction, conceptual framework, research context, research challenges, research objectives, research design, overview of 
the dissertation) 
 
2 1+2 RQ1a 
RQ1b 
 
QL School leader interviews (n = 54) 
Additional government databases 
Reliability analysis: double coding 
Within-case analysis (Nvivo) 
Cross-case analysis (Nvivo) 
Fisher's exact tests (SPSS) 
 
School level 
3 2 RQ2a MM 
 
School leader interviews (n = 75)a 
Online teacher survey (n individual = 1058; n 
aggregated = 75) 
Reliability analysis: EFA (SPSS) / CFA 
(lavaan) 
Within-case analysis (Nvivo) 
Cross-case analysis (Nvivo) 
One-way ANOVA (SPSS) 
Binary logistic regressions (SPSS) 
 
School level 
4 1+2 RQ1b 
RQ2b 
QL School leader interviews (n = 4) 
Teacher interviews (n = 20) 
Documents (HR related documents + 
inspection reports) 
Reliability analysis: member checking, 
double coding 
Within-case analysis (Nvivo) 
Cross-case analysis (Nvivo) 
 
School level 
5 3 RQ3a MM School leader interviews (n = 56)a 
Online teacher survey (n = 847) 
Additional government databases 
 
Multilevel regression analysis (SPSS) Multilevel 
 
 
6 3 RQ3b QN Online teacher survey (n = 997) 
Additional government databases 
Reliability analysis: EFA (SPSS) 
Moderated mediation analysis (lavaan) 
 
Individual level 
7 3 RQ3c MM School leader interviews (n = 56)a 
Online teacher survey (n = 847) 
One-way ANOVA (SPSS) 
Multiple group path analysis 
(lavaan.survey) 
 
Individual level (controlled for 
school level) 
 
8  General conclusion and discussion (introduction, overview of the main findings, general discussion, implications) 
 
Note: RO = Research objective, RQ = Research question, QN = Quantitative research, QL = Qualitative research, MM = mixed methods research, a coded based on HRM typology developed in Chapter 2. 
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Overview of the dissertation 
This dissertation is structured in eight chapters. Apart from the general introduction (Chapter 
1) and the general conclusion and discussion (Chapter 2), all chapters are based on articles 
that have been published or submitted for publication in international peer-reviewed 
journals.  
Figure 1 presents a guiding framework for this dissertation. In each chapter (which is based 
on an empirical study), a closer look will be taken at the relationship between specific 
elements of this model. Thus, the working model in Figure 1 does not reflect a comprehensive 
model to be tested, but is meant to illustrate how the various studies in this dissertation are 
interconnected. With this purpose, the model will be retaken before each chapter, 
highlighting the specific elements under study.  
The introductory chapter, Chapter 1, provides a general introduction for this dissertation. In 
the theoretical framework, we discuss SHRM in the context of education and elaborate on 
its antecedents and outcomes. Furthermore, the research challenges, objectives, and design 
of this dissertation are described. At the end of this first chapter an overview of the different 
studies included in this dissertation is presented. 
In Chapter 2 ‘The configuration of HR practices  for new teachers in Flemish primary education’, 
we explore how a bundle of HR practices for new teachers is configured based on semi-
structured interviews with primary school principals. Looking at both the strategic 
orientation and HR orientation of principals, four types of HRM are identified (i.e. 
administrative HRM, developmental HRM, strategic HRM and strategic-developmental 
HRM). This typology is an important part in this dissertation on which is further built in the 
following chapters. Besides exploring how principals configure a bundle of HR practices for 
new teachers, this study explores whether the configuration of HR practices differ according 
to the school’s context taking into account school’s location, school’s sector and student 
population (i.e. the amount of disadvantaged students in the school).  The manuscript of this 
chapter is published in Educational Management Administration & Leadership (2016). 
Chapter 3 ‘Linking educational leadership styles to the configuration of HR practices for new 
teachers in primary education’ builds on the previous chapter by investigating the relationship 
between principals’ leadership styles and the configuration of HR practices by principals. 
More specifically, this study investigates: 1) the relationship between instructional and 
transformational leadership and the strategic and HR orientation of principals and 2) the 
difference in instructional and transformational leadership between the administrative, 
developmental, strategic and strategic-developmental HRM type. Qualitative principal data, 
providing insight into principals’ configuration of HR practices, are converted into numerical 
scores and analysed together with quantitative teacher data on principals’ leadership style. 
The article on which this chapter is based, is published in Springerplus (2016).  
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Chapter 4 ‘When school leaders become the “glue” between HRM and school culture’ zooms in 
on the interplay between the configuration of HR practices, school leadership and school 
culture. The study reported on in this chapter builds on the typology identified in Chapter 2 
by looking at two similar cases in two HRM types which differ from each other regarding both 
the strategic and HR orientation (i.e. administrative and strategic-developmental HRM). 
Relying on interviews with principals, school members (i.e. teachers and other relevant 
actors) and documents, this study aims to analyse how differences in the configuration of a 
bundle of HR practices for new teachers relate to differences in school culture. Moreover,  in 
this study we explore in depth how school leaders align HRM and school culture in both HRM 
types. This chapter is submitted to Educational Administration Quarterly (2017). 
In Chapter 5 ‘The relationship between principals’ configuration of a bundle of HR practices for 
new teachers and teachers’ person-organisation fit’ the relationship between the 
configuration of HR practices and teachers’ degree of P-O fit is analysed, while taking into 
account both school and teacher characteristics. Qualitative principal data, which provides 
insight into principals’ configuration of HR practices, are converted into numerical scores and 
analysed together with quantitative survey data on teachers’ P-O fit. Chapter 5 is based on a 
manuscript published online in International Journal of Human Resource Management (2016) 
and is part of a special issue called ‘Strategic human resource management and public sector 
performance’. 
Chapter 6 ‘Do teachers leave the profession or move to another school when they don’t fit’ 
examines the moderating role of teachers’ employability perceptions on teachers’ P-O fit-job 
satisfaction-turnover intention relationship. More specifically, in this chapter, we focus on 
turnover intention (i.e. the intention to leave and the intention to move), taking into account 
perceived employability (i.e. perceived employability outside education and perceived 
employability outside the current school). The results of this study are based on survey data 
obtained from teachers and are published in an article in  Educational Review (2017). 
Chapter 7 ‘Principals’ configuration of a bundle of HR practices. Does it make a difference for 
the relationship between teachers’ fit, job satisfaction and the intention to move to another 
school?’ offers an integration of the results presented in Chapter 2, 5 and 6. Drawing on 
interview data with principals and the survey results from teachers differences in the 
relationship between teachers’ P-O fit, job satisfaction and intention to move to another 
school are explored depending on the strategic and HR orientation of principals. The 
manuscript of this chapter is published online in Educational Management Administration & 
Leadership (2017).  
The final chapter, Chapter 8, provides a general conclusion and discussion of the dissertation. 
It synthesises the main findings of the preceding chapters in relation to the research 
objectives formulated above. This chapter also includes a discussion of the limitations of the 
studies and possible directions for future research are formulated. Finally, implications for 
theory, empirical research, policy, and practice are discussed.  
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Chapter 2 
The configuration of HR practices for new 
teachers in Flemish primary education 
 
Abstract 
Since research shows that the quality of a school’s teaching force is related to its personnel 
practices, there is a growing interest in human resource management (HRM) in education. 
Existing research has generated insights into the differences, constraints and effects of 
single and isolated HR practices. Yet, little research is available examining bundles of HR 
practices from a principal’s perspective. This paper investigates how and why a bundle of 
HR practices for new teachers is configured by principals by looking at hiring, induction and 
tenure practices. Moreover, this paper explores whether the configuration of HR practices 
differs according to the school’s context (i.e. school’s location, school’s sector and student 
population) (see Figure 1). The analysis is based on semi-structured interviews with 54 
primary school principals in Flanders (Belgium). After coding the interview transcripts using 
descriptive categories, the transcripts were coded based on principal’s strategic orientation 
and human resource orientation. Looking at the differences and commonalities in these 
two orientations, four HRM types were identified: an administrative, a developmental, a 
strategic and a strategic-developmental HRM type. These HRM types showed that only a 
minority of principals configure bundles of HR practices for new teachers in a strategic 
orientated way. Moreover, they point to a disharmony in principals’ beliefs regarding how 
new teachers should be managed. Differences between these four HRM types can be found 
in the extent to which principals perceive and cope with external challenges, rather than in 
the school’s context. Suggestions for further research, limitations and implications of this 
study are discussed. 
Introduction 
There is a growing interest in human resource management (HRM) as a key strategy for 
raising the quality of schools (e.g. Curtis & Wurtzel, 2010). This emphasis on HRM in 
education is clearly reflected in available research. It has repeatedly been recognised that 
teachers have a large impact on students (Nye et al., 2004; Rivkin et al., 2005; Rockoff, 
2004). However, the impact of teachers seems to be larger in some schools than in others. 
Some authors stress the impact of school characteristics and teachers’ preferences in 
particular schools as a central drive for the quality of a school’s teaching force (Boyd et al., 
2011b; Lankford et al., 2002). Yet, recently, different researchers stated it is rather the result 
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of schools’ personnel practices. These researchers have found that principals can have a 
tremendous effect on student learning through the teachers they hire, the way they assign 
those teachers to classrooms, the way they retain teachers, and the way they create 
opportunities for teachers to improve (Horng & Loeb, 2010; Loeb et al., 2012).  
In this regard, the existing educational literature increasingly focused on HRM by studying 
HR practices such as hiring, induction, professional development and evaluation. This 
research has generated insights into the differences, constraints and effects of these single, 
isolated practices. Yet, to date, little research is available examining how and why several 
human resource (HR) practices are configured as a whole. Outside the educational field, 
however, much conceptual and empirical attention has been given to bundles of HR 
practices. More specifically, research suggests that the effects of HRM do not stem from 
single practices alone but from the configurations of mutually reinforcing HR practices. 
Empirical evidence in the realm of HRM points to the central importance of configurations 
of various HR practices within the organisation as they are assumed to provide the basis for 
understanding how HRM relates to organisational performance. This growing body of 
evidence suggests that ‘strategic HRM’ (SHRM) - or ‘management decisions related to 
policies and practices that together shape the employment relationship and are aimed at 
achieving individual, organisational and societal goals’ (Boselie, 2014) - has a reinforcing 
effect on performance (e.g. Huselid, 1995).  
Recently, also educational researchers are critical to studies investigating single HR 
practices (e.g. Donaldson, 2013; Scribner et al., 2008). They stress the need to get insight in 
different HR configurations in order to improve investigations seeking to identify 
relationships between HRM and important teacher and student outcomes. In this regard, 
some studies demonstrated also the power of SHRM for school improvement (e.g. 
McLauglin & Talbert, 2003; Rekha et al., 2010). However, until now, little attempts have 
been made to analyse ‘how’ a bundle of HR practices are configured in education. One 
exception has been made by Smylie and Wenzel (2006).  Their study indicates - although 
the results are largely indirect and anecdotal - that the adaption and implementation of 
strategic HRM is difficult for schools. Moreover, while studies on single HR practices also 
point at the non-strategic use of HRM in education, it is unclear ‘why’ HR practices are 
seldom configured strategically.  
To address this research gap, this qualitative study analyses ‘how’ and ‘why’ a bundle of HR 
practices for new teachers is configured by principals in primary schools. In order to do 
that, this study investigates the way principals make sense of HRM for new teachers in their 
school. Sense-making is generally defined as an active and dynamic process by which 
individuals and groups make meaning from the environments in which they operate, which 
in turn orients their actions (Coburn, 2006; Spillane et al., 2002). In this regard, studies have 
shown that principals’ visions, beliefs and priorities shape their actual behaviour in the 
school (e.g. the HRM actions they take) (Donaldson, 2013; Leithwood, 1995). This study 
chooses to analyse the configuration of a bundle of HR practices from a school principal’s 
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perspective since principals are seen as street-level human capital managers in education 
(Milanowski & Kimball, 2010; Donaldson, 2013) and previous research stressed the 
important role of principals in the configuration of single HR practices (e.g. Baker & Cooper, 
2005; Boyd et al., 2011a; Brown and Wynn, 2009; Donaldson, 2013; Johnson & Birkeland, 
2003; Kimball et al., 2010; Papa & Baxtera, 2008). Besides zooming in on the role of 
principals, this study also takes into account the school’s context. While it is shown that 
single HR practices differ according to the organisational structure and/or context of the 
school (e.g. Johnson et al., 2004), until now little is known about the relation between 
school context factors and the configuration of a bundle of HR practices. Finally, this study 
focuses on HR practices for ‘new teachers’. There is  a growing awareness of the need for 
particular attention and support to new teachers (TALIS, 2008) and the need for more 
coherent and consistent HR practices for new teachers (e.g. Koppich et al., 2013; Kwan, 
2009). Three key HR practices that are critical to attract and retain new teachers are central 
in this study: teacher hiring, induction and awarding the tenure-track position to teachers 
(see Chapter 1 for a more detailed information on these HR practices in the Flemish 
context). 
Theoretical background 
The configuration of HR practices for new teachers  
To date, the configuration of HR practices are explored in profit (Lepak & Snell, 1999) and 
non-profit organisations (NPO’s) (Ridder & McCandless, 2010). Moreover, recent research 
investigated the implementation of HR policies and practices in vocational education and 
training (Runhaar & Runhaar, 2012; Runhaar & Sanders, 2013). Yet, to our knowledge no 
efforts have been made to investigate the configuration of a bundle of HR practices in 
primary schools. To provide insight into the configuration of HR practices in primary 
schools, this study builds on two dimensions: the ‘strategic orientation’ and the ‘human 
resource orientation’ which are based on the strategic HRM perspective (e.g. Wright & 
McMahan, 1992) and the resource-based view perspective (e.g. Barney, 1991) respectively. 
Both dimensions are assumed to be the main influences on the configuration of HR 
practices (Arthur and Boyles, 2007; Colbert, 2004; Lepak et al., 2005) and were previously 
used by Ridder and McCandless (2010) and Ridder et al. (2012) to develop a typology of 
HRM in NPO’s.  
Strategic orientation 
Wright and McMahan (1992) defined strategic HRM as ‘the pattern of planned human 
resource deployments and activities intended to enable an organisation to achieve its goals’ 
(p. 298). They argue that the quality and effectiveness of specific HR practices are 
important. Even more important, they argue, is the use of different combinations of 
practices to develop and manage employees in ways that help the organisation meet its 
goals (Wright & McMahan, 1992). Strategic HRM is concerned with how organisations 
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achieve a vertical and horizontal fit. While the ‘vertical fit’ refers to the alignment of the 
organisational goals and HR practices, the notion of ‘horizontal fit’ ensures that HR 
practices pursue similar or complementary goals that serve to reinforce the other practices 
(Wright & Snell, 1998). In schools, goals will differ driven by the importance of unique 
values and missions (Bamburg & Andrews, 1991), rather than goals being primarily linked to 
maximising shareholder value as in for-profit organisations. Strategic HRM in schools means 
that schools ensure that their school unique goals are aligned with the HR practices 
(vertical fit) and HR practices form a consistent and coherent bundle (horizontal fit). Yet, 
challenges in the external environment (e.g. concerns with regard to the quality of 
teachers, the shortage of teachers, etc.) can hamper achieving both a vertical and 
horizontal fit. In this study, a strategic orientated principal is seen as someone who 
succeeds in aligning school goals with HRM and who succeeds in aligning HR practices with 
each other, despite external challenges he/she is faced with. This means strategic 
orientated principals anticipate to external challenges or approach external challenges 
proactively through the way they configure their HRM. Thus, in this study, differences in the 
configuration of a bundle of HR practices are assumed to arise from the extent to which 
principals accomplish a vertical and horizontal fit and the way they cope with external 
challenges. 
HR orientation 
The second dimension ‘human resource orientation’ draws on the resource-based view 
perspective which places a strong emphasis on the development and investments in HR 
(Ridder et al., 2012). Furthermore, this dimension is based on the assumption that 
investments are made into HR in ways that create value for the organisation and are 
difficult to imitate (Barney, 1991). Organisations can achieve value through HRM that is 
designed and applied with regard to the specific characteristics of employees (Lepak & 
Snell, 1999; Wright et al., 2001). In contrast to for-profit organisations with their functional 
perspective of human resources being valuable when they allow the firm to achieve a 
competitive advantage (Barney, 1991), the view of HR in schools is assumed to be 
decoupled from this market-related logic. Since HR is viewed differently than in the for-
profit sector, schools have also a different view on how they should invest in new teachers. 
Reviewing the research on the specific characteristics of new teachers in schools reveals 
the need for a strong emphasis on new teachers’ development needs (TALIS, 2008). 
Research shows that professional development and school-based support are necessary to 
attract and retain new teachers (Johnson et al., 2001; Watkins, 2005). In other words, in 
order to ensure that investments in new teachers create value for the organisation, HRM in 
schools should strongly emphasise support and professional development of new teachers 
(Johnson et al., 2001). In this regard, this study suggests that HR orientated principals focus 
on the specific characteristics of new teachers given their need for support and 
professional development, with HRM aiming at enhancing these attributes. Differences in 
the construction of HR practices can be assumed to arise from the extent to which the 
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principal considers the specific characteristics of new teachers (i.e. new teachers’ 
development needs) in the application of HRM. 
Thus, In line with Ridder and colleagues (2012) this study assumes that dimensions of 
strategic and HR orientations can be considered along a continuum that ranges from low to 
high. This is assumed since schools can differ in their focus on their school goals and 
external challenges and in addressing the development needs of their new teachers. These 
dimensions are not considered to be mutually exclusive as schools apply a broad variety of 
HR practices for different reasons that do not align solely with the strategic or HR 
orientation. As the degree of emphasis on each dimension can vary, this study assumes that 
in line with Ridder and colleagues (2012) the combination of the two dimensions with a high 
and low emphasis leads to four types of HRM for managing new teachers (see Figure 2). 
 
Figure 2. HRM typology. 
Research on single HR practices for new teachers  
As was mentioned above, until today, little is known about the configuration of a bundle of 
HR practices for new teachers. Yet, research by Smylie and Wenzel (2006) and studies on 
single HR practices suggest that schools often lack a strategic and HR orientation when it 
comes to configuring single HR practices such as hiring, induction and awarding the tenure-
track position to teachers.  
Teacher hiring 
Various researchers agree that one of the most important decisions a principal must take is 
who to hire (Peterson, 2002). Yet, on the one hand, the existing research points in general 
at a non-strategic approach of teacher hiring in schools. Studies found that many school 
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districts and schools lack a research-based approach for identifying and selecting teachers 
(Boyd et al., 2007; DeArmond et al., 2010) and install a hiring process which has been 
criticized as bureaucratic and inefficient (DeArmond & Goldhaber, 2005; Rutlegde et al., 
2008). On the other hand, research shows teacher hiring is seldom orientated towards the 
specific characteristics of new teachers (i.e. HR orientation). Liu and Johnson (2006) found, 
for example, that new teachers experience often late, rushed, and relatively information-
poor hiring caused by limited interactions with school-based personnel during the hiring 
process. As a result, new teachers can have only a moderately accurate picture of their 
school prior to accepting their initial teaching positions. Many new teachers thus may be 
surprised by what they find in their schools and have professional expectations and needs 
that go unmet (Liu & Johnson, 2006).   
Teacher induction 
Previous studies show that support, guidance, and orientation programmes for  new 
teachers in the school - collectively known as ‘teacher induction’ - have a positive impact on 
three sets of outcomes such as teacher commitment and retention, teacher classroom 
instructional practices, and student achievement (e.g. Ingersoll & Strong, 2011). As a result, 
there has been a considerable increase in the use of induction programmes (Ingersoll & 
Smith, 2004), and many schools are still working to improve their induction practices. 
However, this does not mean that all new teachers nowadays receive well-organised 
support from an induction programme (Kessels, 2010; Wang & Odell, 2002). Actually, 
research points at the non-strategic use of induction practices as Feiman-Nemser (2001) 
found that most induction programmes do not rest on an understanding of teacher 
learning, a vision of good teaching, or a broad view on the role that an induction 
programme can play in new teachers’ development. Moreover, literature shows a 
differentiated picture of the effects of induction programmes on the professional 
development of teachers (Wang et al., 2008). Feiman-Nemser and Parker (1993) found that 
teacher induction is seen as an administrative HR practice which leads to a perpetuation of 
standard traditional practices, rather than building on the strengths of the new staff 
member to develop innovative and effective educational strategies. 
Awarding tenure 
While scant literature exists about the prevalence of different tenure practices or the 
effectiveness of tenure practices, one conclusion can be made: in most schools tenure 
decisions are largely pro forma (Schwartz et al., 2010; Staiger & Rockoff, 2010). Tenure is 
most of the time seen as a default position, denied only in exceptional circumstances or 
extreme cases (Schwartz et al., 2010). This suggests that schools lack a strategic approach 
in awarding the tenure-track position to teachers. Most countries  maintain some type of 
probation period in which new teachers work under contracts until they get tenure. 
Nevertheless, the short length of the probationary period allows to acquire only a rather 
limited experience to judge a teacher’s effectiveness and offers teachers limited time and 
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chances to develop themselves professionally. As a result, the majority of schools grant 
tenure to teachers after two or three years in the classroom without regard for how well 
teachers actually perform in the classroom or without a clear teacher evaluation (Wang et 
al., 2003).  
The role of the school’s context  
Research on single HR practices, as described above, suggests that schools’ contextual 
factors are related to the configuration of HR practices. The school’s location, student 
population and sector seem to be related to the way HR practices are configured in schools. 
Urban schools are disadvantaged in their success to recruit and hire qualified teachers in 
comparison with rural schools (Levin & Quinn, 2003; Papa & Baxter, 2008). This might limit 
urban schools to make strategic hiring or tenure-track decisions and put maybe more 
emphasis on the development of teachers. Moreover, it is found that schools serving large 
numbers of low-income students often fail to provide supportive hiring and induction 
practices (Johnson et al., 2004). Furthermore research shows that public schools are more 
formalised in their HR practices and consequently have less autonomy as compared to 
schools in the private sector or charter schools (Podgursky & Ballou, 2001; Williamson, 
2009). Based on existing research one might expect that decentralised or school-based 
hiring creates an opportunity to make a more strategic hiring decision since schools can use 
deeper and subtler selection methods than centralised selection systems (DeArmond et al., 
2010; Liu & Johnson, 2006).  
Research design 
Sample 
For this study, 54 primary schools were selected randomly from the list of all primary 
schools provided by the Flemish Ministry of Education. As indicated in the theoretical 
background, different context factors are related to the way schools configure HR practices 
for new teachers. In this study, relying on government databases three context factors 
were taken into account when selecting schools: school sector, location and student 
population. The final sample consisted of 11 (20.4%) publicly financed schools run by the 
Flemish authority, 15 (27.8%) publicly financed schools run by municipalities and 28 (51.8%) 
publicly financed schools but privately run. The sample stratification mirrors approximately 
the proportional distribution of schools in each sector. Moreover, schools in this study were 
spread over the different provinces in Flanders with 25 schools located in a rural (< 600 
inhabitants/km²) and 29 schools located in urban area (> 600 inhabitants/km²) (Lenders et 
al., 2006). Finally, schools were stratified for the amount of disadvantaged students in the 
school (i.e. student population), based on the additional teaching hours primary schools in 
Flanders are entitled to get. Additional teaching hours represent funds to develop 
educational practices that take into account the diversity of each child. The distribution of 
these funds is based on the percentage of disadvantaged students in a school. For this 
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study, the ratio of the amount of additional teaching hours to the amount of normal 
teaching hours for each school was calculated. Schools in the population were ranked by 
this ratio and split up into two equal groups (low and high). From both groups an equal 
amount of schools were contacted. Finally, 19 schools with a high percentage of 
disadvantaged students and 35 schools with a low percentage of disadvantaged students 
participated in this study.  
In each school, the school principal was interviewed. In total 27 (50%) female and 27 (50%) 
male school principals participated. School principals in this sample were between 29 and 
59 years old with an average of 48 years. They had between one and 24 years of experience 
as a principal in their current school, and with an average of eight years of experience. In 
total 18 (33%) were temporary assigned and 36 (67%) were tenured as school principal in the 
school.  
Research instruments 
Semi-structured open-ended interviews were conducted with school principals in order to 
identify how and why they make sense of HRM for new teachers in their school. By using a 
qualitative research method instead of a quantitative, principals were given the opportunity 
to talk freely about the visions, beliefs and priorities they have about the management of 
new teachers in their own school. Moreover, social desirable answers on very specific 
questions were avoided, as it could be the case in a questionnaire (Tourangeau et al., 2000). 
Questions such as ‘What are important school goals in your school’ and ‘What are 
important criteria for you to hire teachers?’ were asked independently. In that way social 
desirable questions such as ‘How can you hire teachers who can accomplish the goals in 
your school?’ were avoided. The open-ended questions treated themes such as HR-
procedures for hiring, induction and awarding the tenure-track position to teachers, 
barriers or constraints to install HR practices, motivations for the configuration of HR 
practices, school goals, etc. 
Data collection and analysis 
Based on a number of exploratory interviews with primary school principals and school 
board presidents, a set of general research questions was developed to guide the initial 
version of the interview protocol. However, opting for interweaving data collection and 
analysis from the start (Miles and Huberman, 1994), new interview questions emerged from 
the initial data collection and analysis procedure.  During the early stages of data collection 
initial analyses were carried out to (re)direct the possibility of collecting additional data. 
This resulted in cycling back and forth between thinking about the available data and 
generating questions to collect additional data. These preliminary analyses led to a better 
understanding of differences in HR practices in primary schools. The interviews showed, for 
example, that schools use different recruitment channels, criteria and tools to select new 
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teachers and to award the tenure-track position to teachers within the schools, install 
different practices to induct new teachers, etc.  
After these exploratory interviews, 54 semi-structured open-ended interviews were 
conducted with primary school principals. These interviews lasted on average 60 minutes 
and were digitally recorded and transcribed verbatim. To analyse the interview data, a 
sense-making perspective (Spillane et al., 2002; Coburn, 2006) was used. Using this sense-
making perspective we examined how beliefs, visions and priorities shape principals’ HRM. 
To carry out this analysis, different steps were taken. First, thematic summaries were 
created after completing each interview in order to reduce the data (Miles & Huberman, 
1994). These summaries included broad categories (e.g. hiring, induction, awarding tenure-
track position, etc.) with subcategories (e.g. hiring criteria, hiring tools, hiring constraints, 
solutions to overcome constraints, etc.). Second, the interview transcripts were transcribed 
verbatim and coded inductively in these descriptive categories. Third, deductive coding was 
used based on the dimensions of strategic orientation and HR orientation. Categories for 
each of the two dimensions were developed. Along the strategic orientation dimension, the 
analytic categories included: ‘school goal alignment’ and ‘coping with external challenges’. 
The category ‘school goal alignment’ reflects the vertical fit (i.e. the alignment between the 
school goals and HR practices) and the horizontal fit (i.e. the degree that HR practices 
pursue the same or complementary school goals). The category ‘coping with external 
challenges’ reflects the way principals approach and perceive external challenges. 
Principals were scored low/high on the strategic orientation when respectively: 1) a 
weak/strong vertical or/and horizontal fit was noticed and 2) a reactive/proactive approach 
is taken towards external challenges. The HR orientation of principals was analysed looking 
at the extent to which the principal considers the development needs of their new teachers 
in the application of HRM. More specifically, the analytic category reflected the principal’s 
beliefs about human resources. Principals were scored low/high on the HR orientation 
when respectively teachers are seen as resources that need to be deployed or selected/ be 
developed. Based on these categories, within-case analysis was conducted and all 54 
schools were classified according to two possible strategic orientations (low or high) and 
two possible HR orientations (low or high). Thereafter, commonalities and differences were 
sought through cross-analysis in each of the different HRM types based on what individual 
principals said or did in relation to the different orientations. This approach facilitated the 
application of the constant comparative method (Glaser & Strauss, 1967) to identify 
emerging themes (Miles & Huberman, 1994). A summary of these themes are depicted in 
Table 1. 
Finally, Fisher's exact tests were used to compare associations of the different context 
factors (i.e. school sector, location, student population) with the HRM types 
(administrative, developmental, strategic, and strategic-developmental). The level of 
significance was determined at p < 0.05. 
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Validity 
A number of procedures were applied to increase the validity of this study. First of all, this 
study made use of peer review and debriefing (Creswell & Miller, 2000). This implied that 
the first two authors of this article and a third researcher were involved in designing the 
initial interview protocol and conducting the initial analysis of the data. This approach was 
particularly important during data analysis when data were being interpreted. Secondly, to 
attempt to draw valid conclusions from the data, considerable time was spent to reading 
and re-reading the interview transcripts which, according to Patton (1980), increases 
validity. Finally, a researcher who was not familiar with the study coded – after receiving 
training – independently the data for both the HR and strategic orientation of principals. 
Ten interviews were double-coded. Coding differences were analysed and discussed and 
finally resolved by returning to the interview transcripts and specific codes (Miles & 
Huberman, 1994).  
Table 1. Differences between the configuration of a bundle of HR practices for new teachers. 
 Administrative 
HRM 
(n=27) 
Developmental 
HRM 
(n=17) 
Strategic HRM 
 
(n=4) 
Strategic-
developmental HRM 
(n=6) 
Strategic 
orientation 
Low Low High High 
School goal 
alignment 
Weak vertical or 
horizontal fit 
Weak vertical or 
horizontal fit 
Strong vertical 
and horizontal 
fit 
Strong vertical and 
horizontal fit 
 
Coping with 
external 
challenges 
Reactive approach Reactive approach Proactive 
approach 
Proactive approach 
 
 
HR 
orientation 
Low High Low High 
Beliefs about 
human 
resources 
New teachers as 
resources that 
need to be 
deployed 
New teachers as 
resources that need 
to be developed 
New teachers 
as resources 
that need to 
be selected 
New teachers as 
resources that need 
to be selected and 
developed 
Results 
HRM typology 
As stated above, principals were classified according to their strategic orientation (low or 
high) and the HR orientation (low or high) leading to four HRM types, as illustrated in Table 
1.  
Administrative HRM 
As depicted in Table 1, a considerable number of principals (n=27) were classified in the 
administrative HRM type. These principals share a low ranking along the strategic and HR 
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orientation. First, this HRM type is characterised by a weak vertical or horizontal fit. In cases 
where there is a weak vertical fit, HR practices remain completely isolated from the school 
goals. School goals are often vague and not properly operationalised to provide clear 
directions for HRM. One principal indicated for example that “openness to every child” is 
the central school vision. However, no specific school goals are formulated towards that 
vision. Consequently, no clear hiring or tenure-track criteria are used which reflect that 
vision. The criteria refer only to general teaching competencies. For example, a principal 
said: “Hiring criteria? Hmm, we have a standard list of criteria, based on the competences 
teachers should have after teacher training.”. In the cases where there is a weak horizontal 
fit, principals align some of the HR practices with the school goals while not all HR practices 
pursue the same or complementary goals. Some principals, for example, align their tenure-
track criteria or hiring criteria with the school goals while the other practices are not 
configured strategically. Furthermore, the interviews with principals classified in this HRM 
type suggested the tenure-track decision is not based on a real evaluation of new teachers. 
Some principals make the tenure-track decision mainly pro forma after three years, as one 
principal stated:  
We have some standard criteria, but actually all teachers get into the tenure-track position 
automatically. Teacher tenure is a teacher’s right, you know. We cannot take away this right 
from teachers.  
Other principals in this HRM type indicated that a tenure-track decision needs to be made 
as soon as possible. According to these principals there is no need to postpone the tenure-
track decision. To overcome the possible negative consequences (e.g. difficulties with 
dismissing a tenure-track or tenured teacher), they believe it is important to make a tenure-
track decision as soon as possible. However, this decision is not made thoughtfully. Most of 
the time, it is only based on a few formal or only informal evaluations of teachers. Some 
principals indicated for example that: “One observation in the classroom is enough to see 
whether it is a good or bad teacher.”. Others stated that the decision is based on rather 
informal information: “I don’t need to be in the classroom to know that. You feel that 
immediately, you see that on the playground and you hear that from colleagues and parents.”. 
Furthermore, principals in this HRM type reported similar challenges in their external 
environment. They mentioned for example that there is a limited supply of skilled teachers. 
Seniority rules within the school network limit a proactive hiring planning. According to the 
principals, there is only a short period before the tenure-track decision in order to assess 
teachers’ performances, the immunity of the tenured status makes it hard to dismiss a 
tenure-track teacher and in general there are limited resources to support new teachers. In 
the administrative HRM type a reactive approach is taken towards these external 
challenges. Actually, HRM does not play a role in coping with these challenges. For 
example, in the administrative HRM type most principals are aware of the limited supply of 
skilled teachers but do not invest in recruiting and attracting skilled teachers proactively. 
One principal said: “It is very hard to find a good teacher. Sometimes I hire a teacher and 
know it isn’t a good teacher but I can only work with what I get, isn’t it?”. 
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In line with this, principals within this HRM type perceive new teachers as resources that 
need to be deployed rather than resources that need to be developed or selected 
strategically. In this regard, principals do not invest systematically in new teachers that go 
beyond short-term necessities of basic orientation and induction. Some of the principals 
explicitly said new teachers do not need a lot of support, as the following quote illustrates: 
Support for new teachers? On long term basis, after four years, we have the mandatory teacher 
evaluations. On short time basis, at the first day, we sign the necessary papers in order that 
teachers get there salary. And, than I say also: If there is something, just ask your colleague or 
ask me if necessary. But actually, they don’t need a lot of support and guidance. 
Moreover, various principals were identified who referred to a lack of time and resources to 
explain why only basic induction practices were installed. For instance, one principal said:  
Schools need to have a school plan. We have that also. If teachers read this, they know what we 
expect from them. Moreover, we agreed within the school network we should visit new 
teachers one time each year in the classroom.  I don’t have time to support them more […] 
And, we don’t have the mentors anymore who were very helpful for new teachers. 
Taken together, principals’ HRM within the administrative HRM type is characterised by a 
focus on bureaucratic rules rather than a focus on own school goals or internal needs of 
new teachers. During the interview, principals referred to standard procedures to recruit 
new teachers, to standard documents which new teachers get with the necessary 
information about the school regulations, to the necessary paper work that needs to be 
filled out for a tenure-track position, etc. Actually, here HRM plays solely an administrative 
role with a focus on single operational tasks regarding hiring, induction and awarding the 
tenure-track position.  
Developmental HRM 
Seventeen principals were classified in the upper left corner of the HRM quadrant, i.e. low 
strategic orientated and high HR orientated. Characteristic for this HRM type is, first, that 
there is a weak vertical or horizontal fit. As in the administrative HRM type, principals do 
not operationalise school goals sufficiently to direct HR practices for new teachers or do 
not align all HR practices with the same or complementary school goals. One principal said, 
for example, that the school vision is “caring for all kind of pupils”, without mentioning 
aligned school goals. As a result, in most cases the school vision is not reflected in the HRM. 
Principals do not hire and retain teachers based on clear criteria. Actually, most principals 
indicated it is difficult to say what they are looking for. Principals do not use sophisticated 
HR procedures and do not plan the hiring and tenure-track decision proactively.  
Furthermore, principals referred during the interview to the same external challenges as 
principals in the administrative HRM type. Principals within the developmental HRM type 
also tend to cope with external challenges using a reactive approach. They do not take 
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proactive decisions in their HRM (e.g. recruiting teachers proactively; making proactive 
tenure-track decisions). The following two quotes illustrate this approach: 
It is difficult for me to make the decision to keep a teacher or not after two or three years. And 
I don’t want to make that hard decision for new teachers … We should give teachers more 
time to develop, to feel connected with the school … You don’t see that immediately, not at 
the time you hire them, nor at the time we are forced to make a tenure decision. 
There is a limited supply of skilled teachers. On the one hand, teacher training could make some 
more efforts to increase the quality of teachers. On the other hand, you can’t expect that 
teachers are fully skilled when they finish teacher training. We, as schools, also have the duty to 
skill and train our teachers afterwards. 
Yet, in contrast with principals in the administrative HRM type, the interviews showed that 
principals see new teachers as resources that need to be developed rather than resources 
that need to be deployed. In order to do that principals believe it is important to talk with 
new teachers, to listen to their needs, to support them and to give them the chance to 
work on their weaknesses. The following quote illustrates this: 
I’m not the person that deselects teachers who work only one or two years in my school. I think 
teachers should get some chance to develop. Actually, I often argue about this with other 
principals. Some principals tend to deselect teachers very soon because they fear ‘bad’ teachers 
get tenured. I don’t agree with that. I think you need to give teachers the time to develop and 
give them the chance to make some mistakes. 
Yet, principals within the developmental HRM type differ in the way they support the 
professional development of teachers. While there are principals who support new 
teachers’ development through both informal and formal induction activities, also 
principals were identified who focus mainly on informal induction activities for new 
teachers. One principal said: 
I don’t go into the classroom and sit there with a checklist or ask them to come to my desk to 
‘discuss’ their performance … Oh no, I don’t like that [...] As a principal you have so many 
informal moments … on the playground, at lunch, at a reception, after school on the parking 
… you can ask a teacher: “How do you do?”, “Can I or a colleague help you with something”, 
etc. On those moments they really say something. In a formal conversation at my office you 
don’t have the same result. 
Taken together, HRM in the developmental HRM type is characterised by a focus on the 
internal needs of new teachers rather than administrative procedures. Principals recognise 
new teachers have different needs and belief HRM should be orientated towards new 
teachers’ needs. In this regard, new teachers are supported to develop professionally 
according to their own needs rather than according to the goals of the school. 
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Strategic HRM 
Only four principals were found high in their strategic orientation and low in their HR 
orientation. First, the strategic HRM type is characterised by a strong vertical and horizontal 
fit. Principals, within this HRM type, all set clear school goals and ensure both that HRM is 
aligned with the school goals (i.e. vertical fit) and that single HR practices pursue the same 
or complementary school goals (i.e. horizontal fit). As a result, principals in this HRM type 
set clear and strategic hiring criteria, plan the recruitment of new teachers proactively, and 
developed sophisticated hiring procedures to screen and select new teachers. The same is 
true for the tenure-track decision which is proactive, based on clear and strategic criteria 
and is made after various informal and formal evaluations of teachers’ practice. One 
principal explained: 
The hiring and tenure decision is extremely important for me and I take a lot of time for it. First, 
I read CV’s, I contact other schools they worked in or did their internship, … […] After this 
screening, I interview some candidates profoundly. I ask them a whole set of questions and ask 
them to solve some problems which already occurred within our school to see whether he/she 
would be able to attain what we stand for in our school.[…] After they are hired, we follow a 
strict evaluation policy. After the first weeks I have a conversation with them. I force myself to 
visit new teachers twice a year and to discuss their performances afterwards. Based on this 
information, but also on informal contacts, I’m able to evaluate teachers’ quality and teachers’ 
fit with our school vision after one year. They need to fit, otherwise I will discontinue the 
contract. It’s hard, I know, but I have a big responsibility. I need to ensure my pupils get good 
education. 
Furthermore, all of the four principals cope with external challenges using a strong 
proactive approach. They all seem to be aware of the external challenges they are faced 
with and see advantages in HRM to respond to these challenges. One principal said for 
instance: “Yes, there is shortage of good teachers but we know that in advance. We need to 
search teachers proactively and set clear criteria if we want to find them.”. Another principal 
stated:  
Three years to get insight in teachers’ performances is not long but -according to me- not 
impossible. Given the immunity of the tenure-track position, you as a principal have the duty to 
focus on those new teachers. Otherwise the three years are gone before you know , especially 
when teachers work at different schools within the school network.  
As a result, HR practices for new teachers are installed strategically. Principals indicated it is 
important to install various informal and formal activities (e.g. classroom observations, 
performance appraisal conversations, mentoring) for new teachers. In contrast to the 
developmental HRM type, where principals install induction practices to support and 
develop new teachers, principals indicated these practices are necessary to supervise and 
assess new teachers’ fit with the school goals as soon as possible. According to them this 
approach is necessary given the external challenges such as the ‘short period before the 
tenure-track position’ and ‘the immunity of the tenure-track position’. Actually, in this HRM 
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type, the focus on selective and proactive staffing takes clearly precedence over giving 
teachers time to develop. In other words, in the strategic HRM type new teachers are seen 
as resources that need to be selected rather than resources that need to be developed, as 
one principal said:  
If you notice teachers do not function as you expect them to do, it is important to pull them out 
as soon as possible - before they get enlaced in your team. It has only disadvantages if you keep 
on trying it with that person without result. If you, as a principal, do not know if it is a good 
teacher after one or two years … than the question is: “When do you know?”. You need to 
invest time. As a principal, you need to take time to select the best possible candidates and to 
supervise new teachers as much as possible in the first year of their appointment. This is 
necessary to make a deliberate retention decision as soon as possible. 
To sum up, within the strategic HRM type the management of new teachers is 
characterised by a focus on school goals, rather than a focus on new teachers’ 
development needs or administrative rules. In order to accomplish school goals through 
their HRM, principals believe new teachers should be selected strategically, rather than 
developed.  
Strategic-developmental HRM 
Finally, six principals were identified as both high strategic orientated and high HR 
orientated. First, the interview data revealed these cases are characterised by a strong 
vertical and horizontal fit. Principals set clear school goals, align school goals with the 
different HR practices and ensure that all HR practices pursue the same or complementary 
goals. Actually, principals within this HRM type are strategic in hiring and retaining teachers. 
Therefore principals have clear and strategic hiring criteria, use sophisticated hiring 
procedures and plan the hiring decision proactively. The same is true for the tenure-track 
decision. Principals know very well which kind of teachers they want to retain. The strong 
integration between goals and HRM can be illustrated by the following quote from a 
principal: 
Our vision? It is extremely important here … We constantly question ourselves in order to 
become better for our school, our teachers and our pupils. What is it what we do and why? 
‘Why’ is a sacred word here … In our school, breeding or nurturing pupils stands central. We 
are at service of breeding pupils but it is not a goal on its own. Learning is at service of 
breeding. Moreover, we do not follow a closed model. We need human interpretation in every 
situation. Education is not the same in every school and also not for every child. Therefore we 
need to be critical all the time and try to feel that what we do is in line with what pupils, 
parents and we as members of the school stand for. We hire and retain only authentic teachers, 
teachers who fit within this picture; preferably teachers as unique as possible, yet those who 
share our common school goals and vision.  
Moreover, as in the strategic HRM type, principals adopt a proactive approach towards 
external challenges. Rather than succumbing to external challenges, these principals try to 
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search for possible solutions in their HRM to overcome barriers. One principal, for example, 
recognised that new teachers are most of the time not fully skilled but he/she seemed not 
to perceive this as a real barrier: 
I try to hire teachers based on their potency to grow in our organisation, not based on their 
capacities. It is idealistic to suppose a new teacher is an expert in differentiated instruction, for 
example, but you can select teachers based on their potency and willingness to grow. I like it 
when I feel during the interview he/she is willing to grow and is open towards professional 
development, for example in differentiated instruction. Of course, when I see, at the end, that 
teachers do not fit I need to deselect them. There is no other way.  
Furthermore, within this HRM type new teachers are seen as resources which need to be both 
selected and developed. In contrast to the strategic HRM, teachers are not viewed as good 
or bad; instead they have a more differentiated perspective of teachers’ strengths and 
weaknesses. Two principals explained:  
I need to be selective. I need to select and retain only those who fit here. I need to do this 
because they need to work intensively together with others in our school. So, they have to fit in 
and need to share the same ideas. However, this does not mean I deselect teachers immediately 
who seem not to fit. You need to give teachers time to develop and expand themselves, to 
become part of the team, to internalise our school vision, … But it is naive to believe new 
teachers can do this all by their own. As a school, as the entire school team, you need to 
support teachers.  
I believe that you, as a principal, can make a decision within two years. Yet, in this school we are 
people-orientated … This makes that we sometimes decide late. We want to give new teachers 
chances as much as needed. If we give chances to our pupils, why should we not give chances to 
teachers? […] Yet, giving teachers chances to teachers is not enough. I believe it is necessary to 
support and guide new teachers as much as possible.  
Taken together, principals within the strategic-developmental HRM type are characterised 
by a balanced focus both on school goals and internal needs of new teachers. They believe 
school goals can be accomplished through HRM that focus on selection and development 
of new teachers.  
Role of context factors in the configuration of HR practices for new 
teachers  
Previous research showed that single HR practices differ according to organisational 
structure and/or context of the school. Therefore, in this study, three school context 
factors (i.e. school sector, location and student population) were taken into account. 
Associations between these context factors and the HRM types were investigated. Results 
of the Fishers’ exact tests showed that none of the three school context factors were 
significantly associated with the different HRM types. Table 2 displays a summary of these 
test results. 
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Table 2. Associations between HRM types and school context factors. 
 HRM types 
 
 
School context factors 
 
 
 
n 
Admini-
strative 
 
27 
Develop-
mental 
 
17 
Strategic 
 
 
 4 
Strategic-
developmental 
 
6 
 
p-
valuea 
School 
sector 
Run by Flemish 
authority or 
municipalities  
26 15 (57.7%) 6 (23.1%) 1 (3.8%) 4 (15.4%) 0.380 
 Privately run 28 12 (42.9%) 
 
11 (39.3%) 3 (10.7%) 2 (7.1%)  
School 
location 
Rural  25 16 (64%) 6 (24%) 1 (4%) 2 (8%) 0.314 
Urban  29 11 (37.9%) 
 
11 (37.9%) 3 (10.3%) 4 (13.8%) 
 
 
Student 
population 
Low % of 
disadvantaged 
students  
35 16 (45.7%) 12 (34.3%) 3 (8.6%) 4 (11.4%)  
 High % of 
disadvantaged 
students  
19 11 (57.9%) 5 (26.3%) 1 (5.3%) 2 (10.5%) 0.908 
Note: a Fishers’ exact test. 
Discussion 
In recent years, HRM is more and more seen as a key strategy for raising the quality of 
schools. Studies investigated differences in HR practices such as hiring, induction, 
evaluation and professional development. They tried to better understand the origins and 
effects of these single and isolated practices. Despite these research advances, there is little 
understanding of ‘how’ and ‘why’ a bundle of HR practices for new teachers are configured 
by principals in primary schools. This study addressed this shortcoming in the available 
research by focusing on ‘how’ and ‘why’ principals give meaning to HRM for new teachers. 
Based on interviews with primary school principals, this study could distinguish four HRM 
types: an administrative, a developmental, a strategic and a strategic-developmental HRM 
type. These four HRM types were distinguished based on differences in the way principals 
align their school goals with HRM and the way principals use HRM as a way of coping with 
external challenges (strategic orientation) and principals’ beliefs regarding the degree to 
which developmental needs of new teachers are taken into account (HR orientation).  
First, as was expected based on earlier studies on HR practices, the typology of HRM in 
schools indicated that only a minority of principals configure HRM for new teachers 
strategically. While the idea grows that also in education a strategic approach in HRM is 
necessary (Davies, 2003), this study found that the majority of principals do not (or only 
weakly) align their school goals with their HRM for new teachers. Moreover, it was striking 
to notice that half of the principals in this study could be classified in the administrative 
HRM type. Principals within this HRM type are mainly orientated towards bureaucratic rules 
rather than towards the needs of new teachers or school goals. Taken together, a lot of 
principals are still concerned with operational procedures of HRM, rather than ensuring 
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that HRM reflects the strategic goals of their school. This result confirms Bush’s (1999) fear 
for ‘managerialism’ in education. He stated that, unless management is directed at the 
achievement of certain goals or educational objectives, there is a danger in education of a 
stress on procedures at the expense of educational goals.  
Second, the typology suggested there is a disharmony in principals’ beliefs regarding how 
new teachers should be managed. Half of the principals in this study seem to recognise new 
teachers’ development needs. The other half of the principals seem to perceive new 
teachers as resources that need to be deployed or selected in the first place, rather than 
resources that need to be developed. This result confirms earlier research showing that 
principals have different beliefs about the management of new teachers. For example, 
Youngs (2007) found differences in principals’ awareness of new teachers’ need for 
support, understanding of induction and convictions about professional development. 
These beliefs shape - together with their beliefs about leadership, their professional 
backgrounds and their responses to policy - the way principals undertake efforts to support 
new teachers (Youngs, 2007).  
Searching for explanations for differences in principals’ strategic and HR orientation, this 
study found - in line with Smylie and Wenzel (2006) - that principals are confronted with 
different challenges which make strategic HRM difficult to enact. Yet, the analysis of the 
interviews suggested principals’ position in one of the four HRM types is related to the way 
they perceive and respond to external challenges. On the one hand, in the administrative 
and developmental HRM type, principals seem to resign themselves to external challenges; 
they do not cope with them proactively in order to be able to accomplish their school goals 
through their HRM.  In the administrative HRM type, the principals do not take actions to 
cope with external challenges and choose to focus on bureaucratic rules instead. Since 
bureaucratic rules related to hiring, induction and awarding the tenure-track postion to 
teachers are followed strictly, their school goals are not aligned with the HRM. While 
principals within the developmental HRM type also cope with external challenges in a 
rather reactive way, their focus in HRM is different. Actually, they focus on the internal 
needs of teachers rather than on bureaucratic rules. These principals strongly believe that 
new teachers deserve a second chance and a lot of attention is paid to the development of 
new teachers. Because they focus extensively on the internal needs of new teachers 
instead of school goals, the alignment between school goals and HRM remains absent. 
Principals within the strategic and strategic-developmental HRM type, on the other hand, 
respond proactively to external challenges in order to ensure their school goals can be 
accomplish through their HRM. Principals within the strategic HRM type proactively recruit 
teachers in order to find those teachers who show the most potential to accomplish the 
school goals, make a thoughtful hiring decision based on their school goals and they 
observe and evaluate new teachers actively and timely in order to make a strategic tenure-
track decision. Finally, while principals within the strategic-developmental HRM type also 
react proactively towards these challenges, they have a balanced focus on both the needs 
of new teachers and own school goals. These principals try to cope with the external 
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challenges in order to accomplish their school goals through their HRM but at the same 
time do not lose sight of new teachers’ needs. Actually, principals in the strategic and 
strategic-developmental HRM type tend to see these challenges less as real obstacles for 
the management of new teachers. This result indicates that none of the challenges 
principals are faced with are insurmountable. In this regard some authors believe that there 
is an emerging ‘tight coupling’ in the education sector. Instead of viewing schools as loosely 
coupled organisations (Weick, 1976), they believe that the education sector cannot longer 
be seen as a static environment that is immune to the context (e.g. Louis et al., 2010; 
Rowan & Miskel, 1999). Based on this study it seems that some principals react flexible 
towards external challenges within their environment. In line with Donaldson (2013), we 
believe a principal’s own human capital (i.e. his/her leadership skills, ingenuity, sheer 
determination) plays an important role in the extent to which he/she perceives and 
responds to external challenges. Yet, more research is necessary to confirm the findings of 
this study. Moreover, further research is necessary to map possible other factors related to 
the way principals manage new teachers. We believe it is important for example that 
further research focuses on the relation between HRM type and characteristics of principals 
(e.g. professional backgrounds, beliefs, self-efficacy, decision-making style, etc.).  
Finally, this study found that principals from comparable contexts were classified in 
different HRM types. Actually, none of the three context factors (i.e. school sector, location 
and student population) that were taken into account in this study were related to the four 
different HRM types. In contrast with what was expected based on previous research, this 
study did not found that principals from public schools, urban schools or school with a high 
population of disadvantaged students were classified in other HRM types than principals 
from private schools, rural schools or schools with a low population of disadvantaged 
students. This result reconfirms the important role of principals' human capital in managing 
new teachers and the subsequent perception of conditions in the external environment as 
barriers that have to be accepted or as challenges that can be met. Yet, more research 
(with a larger sample of schools and more fine-grained measures of school context 
variables) is necessary to investigate the role of school context factors in HRM for new 
teachers. 
Moreover, further research is necessary to investigate how labor market features and 
teacher preferences work together in the configuration of HR practices. Various studies 
showed some schools are more likely to attract and retain a larger and more qualified 
applicant pool than others (e.g. Clotfelter, et al., 2007; Engel et al., 2013; Hanushek et al., 
2004). This might allow some principals to make a more selective hiring or tenure-track 
decision but put maybe less emphasis on the development of teachers (e.g. in the strategic 
HRM type). On the flip side, principals who are drawing from a smaller and lower qualified 
pool of applicants may need to spend more resources on induction to improve the quality 
and retention of teachers (e.g. developmental HRM type). Furthermore, inside and outside 
the educational field, researchers stressed the importance of SHRM to create positive 
effects on organisational outcomes. Yet, more research is necessary to map the effects of 
Chapter 2 
58 
SHRM within the educational context. It would be interesting for example to investigate 
which effect the differences in HRM types has on teachers’ perceptions of HRM, teachers’ 
fit within the organisation, job satisfaction, organisational commitment or intention to 
leave the school.  
Limitations  
Several limitations of this study have to be mentioned. A first limitation is that this study is 
solely based on interviews with principals. The observation of principals’ work and studies 
which include the perspective of other actors within the school (e.g. teachers, school board 
or school network members, school counselors) could add additional information to 
determine whether the principal’s visions and beliefs correspond with what they actually do 
or how their HR policy is perceived by others. Investigating teachers’ perspective could be 
specifically interesting since research showed that principals say, practice or, apply can be 
discrepant from what teachers experience (Wright & Nishii, 2007). In addition, future 
researchers could adopt a quantitative design to test the generalisability of the findings. 
Since the configuration of a bundle of HR practices should be seen as something dynamic 
(Becker & Huselid, 2006), the adoption of a longitudinal perspective would be interesting 
too, to study changes in HRM over time. A final limitation is that the sample was limited to 
primary schools in Flanders. Since the management of new teachers might differ between 
primary and secondary schools (Kimball et al., 2010), it would be useful to involve samples 
from different educational levels in further research. Furthermore, it is possible that the 
specific educational context of Flemish education influences the way principals configure 
their HRM type. Therefore, it is important to verify the study results in other national or 
regional contexts. It would be interesting for example to know whether HR practices in 
educational systems with less principal autonomy and/or with a systematic evaluation or 
accountability system -as described by Cohen-Vogel (2011)- are configured differently or not. 
Implications 
Despite these limitations and research challenges for the future, this study has both 
theoretical and practical implications. On the one hand, this study has advanced our 
knowledge of how and why a bundle of HR practices for new teachers are configured by 
principals in primary education. To the best of our knowledge, this study is one of the first 
attempts to examine the configuration of a bundle of HR practices in schools. Rather than 
analysing isolated HR practices, this study adopts a holistic view that promises a better 
understanding of the management of new teachers in primary schools from a school 
principal’s perspective. This article provides insight into the variety of HRM in terms of the 
differences in their strategic orientation and HR orientation, which can advance future 
research on HRM in education and its outcomes. On the other hand, this study has also 
some practical implications. First, because principals seem to play such a central role in the 
process of hiring, induction and tenure, we believe HRM skills should be a key consideration 
in the recruitment and selection of new principals. When giving principals a high autonomy 
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in staff policy, as it is the case in Flanders, school boards (who are in charge of recruitment 
and selection of principals in Flanders) should give enough attention to what knowledge, 
skills or tools are needed to manage new teachers. Second, due to tradition and the 
increasing expectations added to their jobs, many principals do not spend much time on 
HRM issues and consider only to a minimal degree a HRM strategy for their school. In line 
with Milanowski and Kimball (2010), we believe that emphasising the importance of HRM is 
not enough. Principals should also be supported in carrying the role of an HR manager by 
free up their time to focus on key HRM responsibilities, by developing teacher leaders to 
assist with school instructional leadership (e.g. mentorship) (Menon, 2011) and by putting 
more emphasis on the HRM in principal training programmes (Ng, 2013). Principal training 
would be helpful, in the first place, to communicate the importance of the principal’s role 
and to portray HRM as a system of strategic and interconnected practices rather than 
discrete and compartmentalised functions (Smylie & Wenzel, 2006). With the latter it may 
be possible to change general depictions of HRM as a ‘hub and spoke arrangement’ with 
single HR practices (Scribner et al., 2008). Furthermore, practitioners could help principals 
to become aware of the configuration of HR practices in their own school. The HRM types 
identified in this study could help to self-assess the strengths, weaknesses, opportunities, 
and threats of principals’ own HRM. The recognition of principals’ own practices and 
practices of colleagues might make them aware of the way they can invest in teachers; how 
they can align their HRM with external challenges, internal needs of teachers and own 
school goals differently. However, besides making principals aware of their own practices, 
practitioners also should help principals in eroding the barriers that inhibit their attempts to 
install strategic HRM and - as suggested by Hallinger and Lu (2013) -  train principals in 
carrying out HRM strategically. Finally, given the large amount of principals who do not 
invest in new-teacher development, we believe principal preparation and training 
programmes should put larger emphasis on the importance of new teacher development 
and support. This is especially important since research showed that principal support is an 
important predictor for teachers’ turnover intentions (e.g. You & Conley, 2014) and keeping 
track of teachers’ professional development needs is one of the top three leadership 
practices identified as helping teachers to improve their instruction (e.g. Louis et al., 2010).  
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Chapter 3 
Linking educational leadership styles to the 
configuration of HR practices for new teachers in 
primary education 
 
Abstract 
This study aims to gain insight in the relationship between principals’ leadership styles and 
the configuration of different HR practices for new teachers in primary education. Besides 
the longstanding interest in educational leadership as a key element in teacher and student 
performance, there is a growing interest in strategic human resource management (SHRM) 
in the education sector. However, few educational studies link educational leadership to 
SHRM. In particular, this study examines the relationship between principals’ instructional 
and transformational leadership style and principals’ strategic and HR orientation in 
configuring HR practices for new teachers (see Figure 1). Data were gathered using a mixed 
methods approach, including interviews with 75 principals as well as an online survey of 1058 
teachers in Flemish primary education. Qualitative interview data were transformed and 
analysed together with the quantitative survey data  using logistic regression and ANOVA 
analyses. The results indicate that both instructional and transformational leadership is 
associated with the strategic orientation of principals. The HR orientation, on the other hand, 
is not reflected in the principals’ leadership style. Recommendations for further research in 
this area are discussed. 
Introduction 
For years, researchers have made strides documenting the importance of human resource 
management (HRM) (e.g. Arthur, 1994) and more specifically strategic human resource 
management (SHRM) for employees’ and an organisation’s performance (e.g. Wright & 
Snell, 1998). Yet, only recently attention has been given to the importance of HRM and SHRM 
in improving and developing schools (Leisink & Boselie, 2014; Odden, 2011; Runhaar & 
Runhaar, 2012; Smylie & Wenzel, 2006). Actually, the awareness has grown that school 
leaders can have a tremendous effect on student learning through the teachers they hire, 
how they assign those teachers to classrooms, how they retain teachers and how they create 
opportunities for teachers to improve (Horng & Loeb, 2010). Moreover, research showed 
that school principals’ organisational management practices –particularly, in the area of 
SHRM– appear to play a critical role in improving schools (Loeb, Kalogrides, & Béteille, 2012).  
At the same time, it has been well recognised that the leadership style of the school principal 
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can strongly influence various elements of the school environment, including teachers’ 
practice (e.g. Leithwood & Jantzi, 2006) and students’ learning (e.g. Robinson, Lloyd & Rowe, 
2008). Therefore, it is surprising that scant research exists that integrates (S)HRM and 
educational leadership. 
Outside the educational field, HRM and leadership were separate research areas for many 
years (Liu et al., 2003; Vermeeren, 2014). Yet, the interest in combining leadership and HRM 
has grown gradually based on the premise that employees are likely to be influenced by both 
the HR practices they experience and their supervisor’s leadership style (Purcell & 
Hutchinson, 2007). Moreover, it is appropriate to assume a relationship exists between 
leadership styles and HRM. Purcell and colleagues (2009) argue that the way managers 
undertake their HR duties is linked to leadership behaviour. Furthermore, previous research 
has emphasised that the behaviour of managers can be explained by their leadership styles 
(Bass, 1990), and managers are likely to implement the HR practices that fit their leadership 
style (Guest, 1987). Yet, only a few studies investigated the direct relationship between 
supervisors’ leadership styles and HRM (Vermeeren, 2014; Vermeeren, Kuipers & Steijn, 2014; 
Zhu, Chew & Spangler, 2005). Zhu and colleagues (2005) found, for example, that 
transformational leaders are more likely to adopt human–capital enhancing HRM. 
Furthermore, studies by Vermeeren and colleagues indicated a transformational leadership 
style is positively related with the use of commitment-oriented HR practices (Vermeeren, 
2014) or the amount of HR practices used (Vermeeren, Kuipers & Steijn, 2014). Yet, until 
today, it is unclear how different leadership styles are related to the configuration of a bundle 
of HR practices in education. Investigating a bundle of HR practices is important since a 
growing body of evidence suggests that complementarities or synergies both among an 
organisation’s different practices as well as between an organisation’s HR practices and its 
strategy have a reinforcing effect on performance (e.g. Huselid, 1995).  
To fill these gaps in research, this mixed methods study investigates the link between two 
leadership styles and the configuration of a bundle of HR practices in the education context. 
More specifically, this study focuses on the relationship between principals’ instructional and 
transformational leadership style and the configuration of a bundle of HR practices by 
primary school principals. In this study we choose to analyse the configuration of a bundle of 
HR practices from a school principal’s perspective since principals are seen as street-level 
human capital managers in education (Milanowski & Kimball, 2010; Donaldson 2013) and 
previous research stressed the important role of principals in the configuration of single HR 
practices (e.g. Baker & Cooper, 2005; Boyd et al., 2011; Papa & Baxtera, 2008). Finally, this 
study focuses on the configuration of a bundle of HR practices for ‘new teachers’ given the 
growing awareness of the need for particular attention and support to new teachers (TALIS, 
2008) and the need for more coherent and consistent HR practices for new teachers (e.g. 
Koppich et al., 2013; Kwan, 2009). Three key HR practices that are critical to attract and retain 
new teachers are central in this study: teacher hiring, induction and awarding the tenure-
track position to teachers.  
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Theoretical framework 
The configuration of HR practices for new teachers  
While HRM is defined as anything and everything associated with the management of 
employment relationships in the organisation (Boxall & Purcell, 2011), SHRM is focused on 
management decisions related to policies and practices that shape the employment 
relationship that are explicitly aimed at achieving individual employee, organisational and/or 
societal goals (Boselie, 2014). Until today, most educational research investigated the effects 
of and differences in single isolated HR practices such as recruitment and selection, 
evaluation or induction. Compared to research outside education, few studies investigate the 
adoption or effects of SHRM in education through the configuration of a bundle of 
interrelated HR practices (Smylie et al., 2004; Smylie & Wenzel, 2006). In this regard, recently, 
a typology of HRM configurations for new teachers in primary education was developed by 
Vekeman, Devos and Valcke (2016). This typology builds on two orientations: a ‘strategic 
orientation’ (e.g. Wright & McMahan, 1992) and a ‘human resource orientation’ (e.g. Barney, 
1991). Both orientations are assumed being influential for the configuration of HR practices 
(Arthur & Boyles, 2007; Colbert, 2004) and were previously used by Ridder and colleagues 
(2012) to develop the typology of HRM in non-profit organisations.  
Informed by strategic HRM perspectives, strategic goals of an organisation define the 
‘strategic orientation’. More specifically, an organisation’s HR practices should be designed 
to fit the organisation’s chosen or emergent goals and each HR practice needs to be aligned 
with and reinforce the other HR practices. In other words, both a vertical and horizontal fit 
should be achieved (e.g. Gratton, Hope-Hailey, Stiles & Truss, 1999; Ridder et al., 2012). While 
the ‘vertical fit’ refers to alignment or integration of a bundle of HR practices with 
organisational goals (Wright & Snell, 1998), the ‘horizontal fit’ ensures HR practices pursue 
similar or complementary goals to reinforce other practices (Kepes & Delery, 2007). As in 
most public sector organisations, in schools goals differ pending on specific values and 
missions (Bamburg & Andrews, 1991) rather than goals being primarily linked to maximizing 
shareholder value as in for-profit organisations. Moreover, as multiple stakeholders often 
have heterogeneous interests, conflicting needs and differing views of these organisational 
values, goals are subject to different interpretations in schools. As a result, compared to for-
profit organisations, it can be more difficult to achieve a vertical fit in HRM in schools (Leisink 
& Boselie, 2014). Furthermore, both vertical and horizontal alignment in schools can be 
complicated by external factors such as resource constraints caused by issues of teacher 
shortage, high teacher turnover rates, etc. In addition, alignment can be hampered by 
external demands and rules such as seniority rules, the need to cooperate with other schools, 
etc. Taken together, we assume that the configuration of a bundle of HR practices for new 
teachers will vary according to the principal’s strategic orientation. More specifically, a 
strategic orientated principal is seen as someone who succeeds in aligning school goals with 
HRM (i.e. vertical fit) and in aligning HR practices with each other (i.e. horizontal fit) despite 
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external challenges. This means strategic orientated principals anticipate challenges 
proactively. 
Drawing upon the resource-based view, the second dimension ‘HR orientation’ is based on 
the assumption that organisation-specific investments are necessary to create value for the 
organisation (Barney, 1991; Wright, Dunford & Snell, 2001). It has been shown that this is not 
only true for profit organisations, but also for non-profit organisations and (semi)-public 
organisations (e.g. Gould-Williams, 2003). In contrast with profit-organisations, school’s HR 
is decoupled from a market-related logic. Schools adopt a different view on how to invest in 
HR. Research about new teachers points at a need for support and professional development 
(Johnson et al., 2001; TALIS, 2008). On the one hand, the latter has been linked to attraction 
and retention of new teachers (e.g. Johnson et al., 2001) and resulting classroom 
performance (e.g. Desimone, Porter, Garet, Yoon & Birman, 2002). On the other hand, this is 
linked to new teachers’ job satisfaction (e.g. Shen, Leslie, Spybrook & Ma, 2012). In other 
words, in order to ensure a balanced approach in HRM (Boselie, 2014) -in which investments 
in new teachers create value for both schools and teachers- HR practices could be 
implemented in such a way that it emphasises support and professional development. In this 
regard, HR orientated principals implement a bundle of HR practices aiming at enhancing 
these attributes. 
 
Figure 2. HRM typology. 
In line with Ridder and colleagues (2012), we assume that strategic- and HR orientations can 
range from high to low as the degree of emphasis on each dimension can vary. Juxtaposing 
these low and high dimensions along the strategic and HR orientations, four quadrants 
emerge that represent a HRM typology for new teachers in primary education. These four 
HRM types are depicted in Figure 2 and summarised in Table 1. 
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Table 1. Differences between the configuration of a bundle of HR practices for new teachers. 
 Administrative 
HRM 
 
Developmental 
HRM 
Strategic HRM 
 
Strategic-
developmental HRM 
Strategic 
orientation 
Low Low High High 
School goal 
alignment 
Weak vertical or 
horizontal fit 
Weak vertical or 
horizontal fit 
Strong vertical 
and horizontal 
fit 
Strong vertical and 
horizontal fit 
 
Coping with 
external 
challenges 
Reactive approach Reactive approach Proactive 
approach 
Proactive approach 
 
 
HR 
orientation 
Low High Low High 
Beliefs about 
human 
resources 
New teachers as 
resources that 
need to be 
deployed 
New teachers as 
resources that 
need to be 
developed 
New teachers 
as resources 
that need to 
be selected 
New teachers as 
resources that need 
to be selected and 
developed 
Administrative HRM 
The administrative HRM is characterised by a weak vertical or horizontal fit. This means 
practices of hiring, induction and awarding the tenure-track position remain isolated from 
the school goals or do not pursue the same or complementary school goals. In this type, 
principals approach external demands and challenges reactively. They are aware of external 
challenges but do not take proactive actions to overcome these challenges. The bundle of 
HR practices is mainly guided by administrative rules; standard hiring procedures are 
followed, basic induction practices are installed and the tenure-track decision is made pro 
forma. As a result, no real investments are made in new teachers. Teachers are seen as 
resources that need to be deployed rather than resources that need to be developed.  
Developmental HRM 
The developmental HRM is, as the administrative HRM, characterised by a weak vertical or 
horizontal fit and a reactive approach towards external challenges. Yet, in this type, the 
bundle of HR practices is guided by the needs of new teachers rather than administrative 
rules. Teachers are seen as resources that need to be developed. Principals believe it is 
important to talk with new teachers, to listen to their needs and to give them time and 
chances to work on their weaknesses. Yet, principals do not support or guide this 
developmental process strategically; they do not know towards which school goals they 
want teachers to develop.  
Strategic HRM 
Principals within the strategic HRM type install HR practices which are vertically and 
horizontally aligned with the school goals. Moreover, within this type, principals approach 
external challenges proactively. These principals see advantages in HR practices to respond 
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to these challenges. In contrast to the developmental type, they install induction practices to 
supervise and assess new teachers’ fit with the school goals as soon as possible. In other 
words, in the strategic type, new teachers are seen as resources that need to be selected 
rather than resources that need to be developed.  
Strategic-developmental HRM 
Finally, in the strategic-developmental HRM a balanced focus on both school goals and new 
teachers’ needs is present. As in the strategic type, HR practices are vertically and 
horizontally aligned with the school goals and external challenges are approached 
proactively. Yet, in contrast with the strategic type, teachers are not viewed as good or bad; 
instead they have a more differentiated perspective of teachers’ strengths and weaknesses. 
Principals invest heavily in new teachers by supporting their professional development 
through collaboration and teamwork with other teachers within the school. New teachers 
are seen as resources which need to be both selected and developed.  
School leadership styles 
Although a variety of conceptual models have been employed over the past 25 years of 
research into educational leadership, two major approaches have predominated: 
instructional and transformational leadership (Hallinger, 2003). In this study we focus on 
these two leadership styles as both have gained the most support in the educational 
literature (Leithwood & Jantzi, 2006; Robinson, Lloyd & Rowe, 2008). An instructional 
leadership conceptualisation -drawn from the effective schools literature (e.g. Hallinger & 
Murphy, 1986)- dominated studies from the early to late 1980s. Around 1990 researchers 
began to shift their attention to leadership models construed as more consistent with 
evolving trends in educational reform such as empowerment, shared leadership, and 
organisational learning. The most frequently used model of this variety has been 
transformational leadership (e.g. Leithwood & Jantzi, 1999). In what follows, both leadership 
styles are discussed more in detail. 
Instructional leadership  
During the early 1980s several conceptualisations of instructional leadership emerged 
simultaneously. However, the most frequently used conceptualisation of instructional 
leadership was developed by Hallinger (2000). This model proposes three dimensions of the 
instructional leadership construct: (1) defining the school’s mission, (2) managing the 
instructional programme, and (3) promoting a positive school learning climate. Defining the 
school’s mission includes working with the staff to ensure that the school has clear and 
measurable goals that are clearly communicated throughout the school community. These 
goals are primarily concerned with the academic progress of the students. Managing the 
instructional programme requires the school principal to be deeply involved in the school’s 
curriculum, which includes supervising instruction in the classroom, managing the 
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curriculum, and monitoring students’ progress. The principal also leads improvement of the 
school’s culture and climate by ensuring there is a high standard of excellence, with high 
expectations adopted by the school community. This includes promoting professional 
development, providing incentives for students and staff, maintaining visibility, as well as 
protecting the time needed for classroom instruction from being consumed by managerial 
duties.  
Transformational leadership 
During the 1970s and 1980s, transformational leadership was introduced as a theory in the 
general leadership literature (e.g. Howell & Avolio, 1993). As part of a general reaction 
against the top-down policy-driven changes that predominated in the 1980s and the directive 
imagery encompassed in the instructional model, this theory drew the attention of the 
educational community during the 1990s. Leithwood and his colleagues have carried out the 
most substantial adaptation of Bass’ transformational leadership construct into the 
educational field. Leithwood, Leonard and Sharratt (1998) distinguish seven features of the 
transformational leadership model: individualised support, vision, shared goals, intellectual 
stimulation, culture building, rewards, high expectations, modeling. First, this model assumes 
leadership may well be shared, coming from teachers as well as from the principal 
(Leithwood & Jantzi, 1999; Louis & Marks, 1998). Second, the model builds on behavioural 
components such as individualised support, intellectual stimulation, and personal vision. 
Leithwood’s conceptual model has been subjected to extended investigation over the past 
decade which yielded a knowledge base concerning the application of this leadership model 
in education (e.g. Leithwood & Jantzi, 1999). Table 2 summarises the main features and 
differences of both leadership styles. 
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Hallinger (2003) suggests that several criteria may be useful in distinguishing instructional 
from transformational leadership. First, instructional leadership proposes a more directive 
and top-down approach to leadership, while transformational leadership functions more 
from the bottom-up. Some scholars characterised instructional leadership as a top-down 
approach to leadership because of the emphasis on coordination and control. In contrast, 
transformational leadership is often seen as a type of shared or distributed leadership given 
the focus on stimulating change through bottom-up participation. A second conceptual 
distinction contrasts the way by which leadership achieves its effects, through first-order 
versus second-order changes in the school. Instructional leadership is defined as targeting 
first-order variables in the change process (e.g. through setting school-wide goals, direct 
supervision and coordination of the curriculum). In contrast, transformational leaders seek 
to generate second-order effects by increasing the capacity of others in the school to 
produce first-order effects on learning (e.g. through articulating the school vision and 
creating a supportive culture) (Leithwood & Jantzi, 1999). A final distinction has evolved 
around the conceptual dichotomy of transactional versus transformational leadership (e.g. 
Howell & Avolio, 1993). Instructional leadership can be seen as transactional in the sense that 
the principal manages and rewards school members toward a predetermined set of goals. In 
contrast, transformational leaders create a common vision, create a consensus among 
schools members, and inspire followers to accomplish this vision through a more 
autonomous process (Hallinger, 2003). Even though there exists overlap in these two 
Table 2. Characteristics and differences instructional and transformational leadership. 
 Instructional leadership Transformational leadership 
Characteristics Defining the school mission 
 Framing clear school goals 
 Communicating clear school 
goals 
Managing the instructional programme 
 Supervision and evaluating 
instruction 
 Coordinating curriculum 
 Monitoring student progress 
Creating a positive school learning 
climate 
 Protecting instructional time 
 Promoting professional 
development 
 Maintain high visibility 
 Providing incentives for teachers 
 Providing incentives for learning 
 
 
Individualised support 
Vision 
Shared goals 
Intellectual stimulation 
Culture building 
Rewards 
High expectations 
Modeling 
 
Differences Top-down focus on approach to school 
improvement 
First-order target for change 
Managerial or transactional relationship 
to staff 
Bottom-up  focus on approach to school 
improvement  
Second-order target for change 
Transformational relationship to staff 
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theories of leadership, these differences create a clear distinction between them (Shatzer et 
al., 2013). 
Linking the configuration of HR practices for new teachers to school 
leadership styles  
While the effects of both instructional and transformational leadership on school 
effectiveness and both teachers’ and students’ outcomes have been examined (Hallinger & 
Heck, 1998; Leithwood & Sun, 2012; Marks & Printy, 2003; Robinson, Lloyd & Rowe, 2008; 
Shatzer et al., 2013), few studies investigate the direct relationship between these leadership 
styles and the configuration of HR practices in schools. Yet, the existing theory suggests both 
instructional leadership and transformational leadership include a variety of actions that can 
be linked to the configuration of HR practices.  
First, in order to ensure a strategic orientation in the configuration of HR practices, clear 
school goals are necessary. Although both instructional and transformational leadership 
have been linked to vision and goals, these constructs are conceptualised differently. The 
instructional leadership literature asserted that goal-related constructs (e.g. vision, goals) 
must contain an academic focus (Robinson, Lloyd  & Rowe, 2008). In contrast, the application 
of transformational leadership to education (e.g. Leithwood, 1994), left open the ‘value’ 
question as to the focus of the vision and goals (Hallinger, 2011). However, having a clear 
vision or goals is not enough. To manage human resources strategically, school goals should 
also be aligned with the different HR practices (vertical fit) and consistency among various 
HR practices should be ensured (horizontal fit). In order to resource ‘strategically’, Robinson, 
Lloyd &  Rowe (2008) stated leadership activity should be about securing resources that are 
aligned with instructional purposes, rather than leadership skill in resourcing per se 
(Robinson, Lloyd & Rowe 2008). In the same way, Kimball (2011) stressed it is important in 
this regard to ensure the teacher competencies necessary to accomplish the school goals are 
made explicit and are centred on both instructional leadership actions and HR practices. 
Moreover, he states - in line with Robinson, Lloyd, and Rowe (2008) - instructional leadership 
typically includes a variety of actions that are tight to a strategic orientation in HRM. In line 
with Hallinger’s (2003) conceptualisation of instructional leadership, instructional leaders: (1) 
set clear school goals with an academic focus which are reflected or aligned with the criteria 
to hire and to award the tenure-track position to new teachers; (2) observe and evaluate 
teachers’ teaching practices in order to see whether new teachers fulfil the criteria or not 
and; (3) promote a positive school learning climate through the HR practices they install for 
new teachers.  
Second, in order to ensure a HR orientation in the configuration of HR practices, principals 
should be aware of the development needs of new teachers and should configure HR 
practices according to these specific needs. Transformational leadership can be linked to a 
high HR orientation as transformational leaders are characterised by individualised 
consideration of the needs of their employees. Transformational leaders pay attention to 
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individual and personal differences in needs development and growth and provide necessary 
resources to help followers to realise their dreams. Transformational leaders listen 
attentively and pay special attention to followers’ needs for achievement and growth by 
acting as mentors or coaches and by encouraging followers to take on responsibility in order 
to develop their potential (Avolio, 1999; Bass & Avolio, 1994). Although the relationship 
between HR orientation and transformational leadership has not been explicitly examined in 
previous research, indirect support for it can be found in studies showing that 
transformational leadership is associated with so-called human capital enhancing (Zhu, Chew 
& Spangler 2005) or commitment-oriented HRM (Vermeeren, 2014).  Human capital 
enhancing or commitment-oriented HRM seeks to achieve competitive advantage through 
the strategic development of a highly committed and capable workforce (Huselid, 1995). 
Three factors underpin this kind of approach towards HRM. First, there is a distinctive 
philosophy which emphasises employee commitment and motivation. Second, relations of 
trust allow scope and flexibility for employees to exercise influence. Third, culture and 
leadership styles become important focuses for action in their own right (Zhu, Chew & 
Spangler, 2005). 
Taken together, while an instructional leader is concerned with the control and supervision 
of instruction in order to accomplish the school goals, a transformational leader will focus on 
teachers’ motivation and commitment and will invest time and effort to stimulate teachers’ 
professional development towards these school goals. To conclude, based on the existing 
theory, this study supposes both instructional and transformational leadership will be 
important to manage new teachers. While instructional leadership is supposed to be related 
to the strategic orientation of principals, transformational leadership is supposed to be 
associated with principals’ HR orientation in configuring a bundle of HR practices for new 
teachers.  
Methodology 
Research design 
A mixed methods research design is adopted in this study, in which we combine both 
qualitative and quantitative methods into a single study. More specifically, in this study, we 
followed a convergent (or concurrent or parallel) mixed methods design (Creswell, 2012) in 
which both qualitative and quantitative data were collected simultaneously, merged and 
used together. As the purpose of this study is to gain insight in the configuration of a bundle 
of HR practices for new teachers by principals and its relationship with principals’ leadership 
style, this particular mixed methods study attempts to answer the following research 
questions: 
1. How do principals configure a bundle of HR practices for new teachers? 
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2. What is the relationship between principals’ leadership styles and the configuration 
of HR practices? 
 
2a. What is the relationship between principals’ leadership styles and strategic  
orientation?  
 
2b. What is the relationship between principals’ leadership styles and HR orientation? 
 
2c. What is the difference in principals’ leadership style between the administrative, 
developmental, strategic and strategic-developmental HRM type? 
First, in order to answer the first research question, qualitative data were collected through 
semi-structured interviews with school principals. By using a qualitative research method to 
answer this research question -instead of a quantitative- principals were given the 
opportunity to talk freely about the visions, beliefs and priorities they have about the 
management of new teachers in their own school. Moreover, the advantage of the 
qualitative data is that it offers us many perspectives on the study topic and a complex 
picture of the situation (Creswell, 2012). Following different authors (e.g. Huselid & Becker, 
1996; Vermeeren, 2014), we believe asking the school principal is an adequate measure to get 
insight in the configuration of HR practices. Furthermore, we asked principals -instead of 
teachers- to describe the configuration of HR practices in order to rule out common method 
bias in investigating the relationship between the configuration of HR practices and teachers’ 
self-reported perceptions of their leader. 
Second, in order to answer the second research question, the qualitative data were 
converted into numerical scores (after qualitative data analysis) and analysed statistically, 
combined with the quantitative data on school leadership styles (which were collected 
through a teacher survey). This approach is identified by Onwuegbuzie and Teddlie (2003) as 
‘data transformation’ and ‘data correlation’ which represents two stages of their seven-stage 
conceptualisation of mixed methods data analysis process. Data transformation was carried 
out by converting the qualitative data into numerical codes that can be represented 
statistically (i.e. quantised data). This was done in order to be able to relate the qualitative 
(but quantised data) to the quantitative data obtained through the teacher survey (i.e. ‘data 
correlation’). Quantitative data yield specific numbers that can be statistically analysed, can 
produce results to assess the frequency and magnitude of trends, and can provide useful 
information if you need to describe trends about a larger number of people (Creswell, 2012). 
As commonly done in educational research, a survey design was used to measure principals’ 
leadership styles. More specifically, we asked teachers to rate the leadership style of their 
principal as both inside and outside the educational research field it is recognised that 
studying subordinates’ perception of leadership generally provides more accurate ratings 
than leaders’ self-rating (Atwater & Yammarino, 1992). Following the Leader Member 
Exchange theory, the leadership style of the principal was estimated by aggregating the 
reported perceptions of the teachers regarding the leader’s style (Rickards, 2006). 
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Procedure 
During the interview with the principal the research purpose was explained and principals 
were asked to describe how they configure a bundle of HR practices for new teachers in their 
school. Next, principals were asked to send an electronic link for the online survey to all 
teachers with a teaching assignment in the school. A minimum teaching experience of three 
months in the school was set since a minimum period of time is necessary for teachers to 
ensure that they had adequate opportunities to observe and accurately rate their principal’s 
behaviour. The principal had no access to the answers on the survey and teachers’ responses 
were completely anonymous. All respondents gave informed consent in which the study 
proposes, procedures, and the methods in place to protect the anonymity of all respondents 
were explained in a detailed way.  
Qualitative data collection and analysis 
Sample 
For this study, 75 primary schools were selected from the list of all primary schools provided 
by the Flemish Ministry of Education. Relying on government databases, three context 
factors were taken into account when selecting schools: school sector, location and student 
population. In total, 14 (19%) publicly financed schools run by the Flemish authority, 20 (26%) 
publicly financed schools run by the municipalities and 41 (55%) publicly financed schools but 
privately run participated in this research. This division mirrors approximately the proportion 
of each school educational network in the population of Flemish primary schools. Moreover, 
schools in this study were spread over the different provinces in Flanders (i.e. East–Flanders: 
25; West-Flanders: 16; Antwerp: 9; Limburg: 11; Brussels: 4; Flemish Brabant: 10) with 33 
schools located in a rural (< 600 inhabitants/km²) and 42 schools located in urban area (> 600 
inhabitants/km²) (Lenders et al., 2006). Finally, schools were stratified for the amount of 
disadvantaged students in the school (i.e. student population), based on the additional 
teaching hours primary schools in Flanders are entitled to get. Additional teaching hours 
represent funds to develop educational practices that take into account the diversity of each 
child. The distribution of these funds is based on the percentage of disadvantaged students 
in a school. For this study, the ratio of the amount of additional teaching hours to the amount 
of normal teaching hours for each school was calculated. Schools in the population were 
ranked by this ratio and split up into two equal groups (low and high). From both groups an 
equal amount of schools were contacted. Finally, 30 schools with a high percentage of 
disadvantaged students and 45 schools with a low percentage of disadvantaged students 
participated in this study. In each school the principals was interviewed. The principal sample 
included 45% male and 55% female principals. Principals in the sample were between 29 and 
59 years old with an average of 48 years. The amount of years that they were appointed as 
principal in their school fluctuated between one and 24 years, with an average of 8 years. In 
total 24 were temporary assigned and 51 were tenured as principal in the school. 
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Instruments 
Semi-structured open-ended (face-to-face) interviews were used to identify how principals 
configure a bundle of HR practices for new teachers. The open-ended questions treated 
themes such as HR-procedures for hiring, induction and awarding the tenure-track position, 
barriers or constraints to install HR practices, reasons for the configuration of HR practices, 
school goals, etc. The interviews lasted on average 60 minutes and were recorded and 
transcribed verbatim. 
Analysis 
To analyse the interview transcripts, different steps were taken. First, thematic summaries 
were created after completing each interview in order to reduce the data (Miles and 
Huberman 1994). These summaries included broad categories (e.g. hiring, induction, 
awarding the tenure-track position, etc.) with subcategories (e.g. hiring criteria, hiring tools, 
hiring constraints, solutions to overcome constraints, etc.). Second, the interviews were 
coded inductively in these descriptive categories. Third, deductive coding was used based on 
the dimensions of strategic orientation and HR orientation. Categories for each of the two 
dimensions were used which were developed in a study by Vekeman et al. (2016). Along the 
strategic orientation dimension, the analytic categories included: ‘school goal alignment’ and 
‘coping with external challenges’. The category ‘school goal alignment’ reflects the vertical 
fit (i.e. the alignment between the school goals and HR practices) and the horizontal fit (i.e. 
the degree that HR practices pursue the same or complementary school goals). The category 
‘coping with external challenges’ reflects the way principals approach external challenges. 
The principals were scored low/high on the strategic orientation when respectively: 1) a 
weak/strong vertical or/and horizontal fit was noticed and 2) a reactive/proactive approach 
is taken towards external challenges. The HR orientation of principals was analysed looking 
at the extent to which the principal considers the development needs of their new teachers 
in the application of HRM. The principals were scored low / high on the HR orientation when 
respectively teachers are seen as resources that need to be deployed or selected/ be 
developed. Based on these categories, within-case analysis was conducted and all 75 schools 
were classified according to two possible strategic orientations (low (n = 45) or high (n 30)) 
and two possible HR orientations (low (n = 59) or high (n = 15)). For both orientations the 
qualitative scores were transformed in numerical scores: ‘low’ was quantised as 0 and ‘high’ 
was quantised as 1. This classification led to the identification of 38 schools in the 
administrative HRM type (low strategic and low HR orientation), 21 schools in the 
developmental HRM type (low strategic and high HR orientation), 7 schools in the strategic 
HRM type (high strategic and low HR orientation) and 9 schools in the strategic-
developmental HRM type (high strategic and high HR orientation).  
Procedures helped increasing the validity: peer review and debriefing (Creswell & Miller, 
2000). Also, considerable time was spent (re) reading the transcripts (Patton, 1980). Finally, 
a researcher not familiar with the study coded – after training – independently the data for 
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both the strategic and HR orientations. Ten interviews were double-coded. Coding 
differences were analysed and discussed and resolved by returning to the interview 
transcripts and specific codes (Miles & Huberman, 1994).  
Quantitative data collection and analysis 
Sample 
After deleting respondents with missing values, the responses of 1058 teachers were used in 
this study. This sample has an average response rate of 70.43% in the participating schools. A 
response rate around 70% is generally recommended as acceptable (Johnson & Christensen, 
2008). However, this recommendation is based on the assumption that respondents and 
non-respondents are fairly similar. Comparing different teacher characteristics of our sample 
with the whole Flemish teaching population, we can state this assumption is not violated in 
our study. The teacher sample included 12% male and 88% female teachers. Teachers’ age 
ranged from 20 years to 64 years, with an average of 38 years. The average experience in 
their current school was 12.5 years, varying from less than one year to 39 years. These 
descriptive measures reflect the male-female, age and experience distribution in Flemish 
primary school teaching population. 
Instruments 
Each principal’s leadership style was measured by a teacher survey in which existing 
leadership scales were used. Instructional leadership was measured through a scale of Louis, 
Dretzke and Wahlstrom (2010). Yet, this scale was slightly adjusted to fit the Flemish context 
by a priori deleting two items (item 4 and 7, p. 325). Item 4 (‘My school leader attends teacher 
planning meetings’) referred to teacher planning meetings that are not know as such in 
Flanders, while item 7 (‘My school leader buffers teachers from distractions to their 
instruction’) appeared very confusing and unclear for teachers during the try-out of the 
questionnaire. Furthermore, the remaining five items for instructional leadership were all 
closely linked to the classroom practices of teachers, increasing the scale’s conceptual 
consistency. The scale contains items such as: ‘My principal clearly defines standards for 
instructional practices’ or ‘My school leader makes suggestions to improve classroom 
behavior or classroom management’. All items on both scales were scored by teachers on a 
range from 1 (never) to 5 (always). For transformational leadership as scale by Hulpia, Devos 
and Rosseel (2009) was used. This scale is used and validated in the educational context and 
is based on strength of vision (De Maeyer et al., 2007), supportive behaviour (Hoy & Tarter, 
1997), providing instructional support, and providing intellectual stimulation (Leithwood & 
Jantzi, 2000). Exemplary items are ‘My principal helps teachers’ and ‘My principal encourages 
me to pursue my own goals for professional learning’. All items were scores by teachers on 
a range from 1 (strongly disagree) to 5 (strongly agree).  
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Analysis 
First, to ensure construct validity of the scales, factor analyses and item analyses were 
performed. An exploratory factor analysis (with promax rotation) was performed in order to 
check whether both leadership styles were underlying the items. Based on this factor 
analysis, one item (i.e. ‘My school leader discusses instructional issues with me’) from the 
instructional leadership scale was deleted due to cross loadings. A confirmatory factor 
analysis showed a reasonable fit for a two-construct model with instructional leadership and 
transformational leadership as factors (χ2=808.445, df=76, p=0.000; CFI=0.924; TLI=0.909; 
RMSEA=0.096; SRMR=0.048). Next, reliability analyses were conducted for the scales which 
showed good Cronbach’s alpha values of .88 for the instructional leadership scale and .94 for 
the transformational leadership scale. 
Second, the teachers’ scores on the leadership scales were aggregated at the school level. 
The interclass correlation ICC(2) (Bliese, 2000) was calculated to determine the magnitude of 
agreement using mean squares form a one-way ANOVA (formula: Between Mean Square–
Within Mean Square / Between Mean Square). For instructional leadership the ICC(2) was 
0.88 and for transformational leadership the ICC(2) was 0.87, indicating aggregation was 
justified (Glick, 1985). As the principal’s leadership style is viewed homogeneously in this 
study - according to Antonakis and colleagues (2004) - it is justifiable to aggregate the 
individual data to the group level. 
Third, binary logistic regressions were employed to examine what the relationship is 
between principal’s leadership style and the configuration of a bundle of HR practices. The 
instructional and transformational leadership variables were the independent variables, 
‘strategic orientation’ and ‘HR orientation’ were the separate dependent variables. A Cook’s 
distance analysis was performed to identify outliers based on having a Cook’s Distance value 
of greater than 1.0 (Hosmer & Lemeshow, 2004). In the strategic-developmental HRM type, 
one outlier with a Cook’s distance value of 1.064 was detected. This case was removed for all 
analyses in this study. In order to examine differences in leadership style between the four 
HRM types, one-way ANOVA tests were used followed with appropriately conservative post 
hoc tests in relation to homogeneity of variance. 
Results 
Descriptive results 
Means and standard deviations for the leadership variables are presented in Table 3. First, 
these descriptive results reveal that principals are perceived more as transformational 
leaders (M total=3.95) than instructional leaders (M total=3.01) by their teachers. Second, 
these descriptive results suggest that the leadership style slightly differs according to both 
the strategic and HR orientation and the HRM type. Teachers’ average leadership 
perceptions for both instructional and transformational leadership in the administrative and 
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developmental HRM type centre around the total mean for instructional and 
transformational leadership. In the strategic and strategic-developmental HRM types, 
teachers’ average leadership perceptions for both instructional and transformational 
leadership deviate from the total mean score. The developmental HRM type showed the 
smallest average score on the instructional leadership (M=2.81) and transformational 
leadership (M=3.85), in contrast with the strategic HRM type showing the highest average 
score on instructional leadership (M=3.75) and transformational leadership (M=4.32).  
Table 3. Means and standard deviations of study variables. 
   Instructional 
leadership 
Transformational 
leadership 
  N M (SD) 
Min 1 – Max 5 
M (SD) 
Min 1 – Max 5 
Strategic 
orientation 
    
 Low  59 2.88 (0.47) 3.86 (0.46) 
 High  15a 3.51 (0.46) 4.32 (0.16) 
HR orientation     
 Low 45 3.05 (0.53) 3.94 (0.44) 
 High 29a 2.95 (0.52) 3.98 (0.50) 
HRM types 
 Administrative  HRM 38 2.92 (0.43) 3.87 (0.43) 
 Developmental HRM 21 2.81 (0.53) 3.85 (0.52) 
 Strategic HRM 7 3.75 (0.52) 4.32 (0.19) 
 Strategic-developmental HRM 8a 3.30 (0.28) 4.32 (0.14) 
 
Total 
  
74a 
 
3.01 (0.53) 
 
3.95 (0.46) 
Note: a In the strategic-developmental HRM type, one outlier was detected and removed for all analyses in this study and 
therefore not reported in the table (see results).  
Logistic regression analysis 
Relation between leadership style and strategic orientation 
To answer research question 2a, a binary logistic regression was performed including 
instructional and transformational leadership as the independent variables and the strategic 
orientation of principals as the dependent variable. Table 4 summarises the results of the 
regression model. The logistic regression model was statistically significant, χ²(2)=26.631, 
p=0.000. The model explained 47.6% (Nagelkerke R²) of the variance in strategic orientation 
and correctly classified 83.8% of cases. Both instructional leadership (Wald(1)=6.914, 
p=0.009) and transformational leadership (Wald(1)=4.290, p=0.038) added significantly to 
the model. More specifically, the results ratio shows that principals who are perceived more 
as instructional leaders or transformational leaders are more likely to be in the group of high 
strategic orientated principals, rather than the group of low strategic orientated principals. 
The odds ratio tells us that as principals’ instructional leadership score or transformational 
leadership score increases with one-unit, the odds of being a high strategic orientated 
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principal is respectively 15.426 times and 22.508 more higher than a low strategic orientated 
principal. 
 
 
 
Table 4. Predicting strategic orientation. 
Variable B  SE Wald df p Exp (B) 
       
Constant -23.045 6.839 11.356 1 0.001 0.000 
Instructional leadership 2.736 1.041 6.914 1 0.009 15.426 
Transformational 
leadership 
3.114 1.503 4.290 1 0.038 22.508 
Note: B = regression coefficient; SE = standard error; Wald = Wald statistic; Exp (B) = Odds Ratio.  Model χ²(2) = 26.631, p < .001; 
-2 Log likelihood = 47.979; Cox and Snell R² = 0.302; Nagelkerke R² = 0.476. 
Relation between leadership style and HR orientation 
 In order to answer research question 2b, a binary logistic regression was performed with the 
HR orientation as dependent variable and both leadership styles as independent variables. 
As is shown in Table 5, no significant relationship was found between both leadership styles 
and principals’ HR orientation (χ²(2)=1.520, p=0.468). 
Table 5. Predicting HR orientation. 
Variable B  SE Wald df p Exp (B) 
Constant -0.820 2.157 0.144 1 0.704 0.441 
Instructional leadership -0.653 0.558 1.366 1 0.242 0.521 
Transformational 
leadership 
0.590 0.642 0.847 1 0.357 1.805 
Note: B = regression coefficient; SE = standard error; Wald = Wald statistic; Exp (B) = Odds Ratio. Model χ²(2) = 1.520, p > 0.05; -2 
Log likelihood = 97.579; Cox and Snell R² = 0.020; Nagelkerke R² = 0.028. 
ANOVA analysis 
 To answer research question 2c, a one-way ANOVA test was performed. The test’s results 
showed there are differences in instructional leadership (F(3, 70)=8.929, p=0.000) between 
the four HRM types. Bonferroni post hoc tests were used to examine differences in 
instructional leadership scores between the four HRM types. The results showed that the 
mean scores for instructional leadership in the strategic HRM type were only significantly 
higher than the mean scores in the administrative and developmental HRM type. No 
differences were found between the mean scores for instructional leadership in the strategic 
and strategic-developmental type. For transformational leadership, the Levene's test of 
homogeneity indicated that the assumption of homogeneity of variances was violated. 
Therefore, the more robust Welch’s ANOVA was utilised. The test showed there are 
Chapter 3 
88 
significant differences in transformational leadership between the four HRM types (Welch(3, 
24.856)=12.441, p=0.000). Since equal variances were not assumed for transformational 
leadership (Levene Statistic(3, 70)=4.100, p=0.010), Games-Howell post-hoc tests were 
utilised. The results showed that the mean scores for transformational leadership in the 
strategic HRM type and strategic-developmental HRM type were significantly higher than the 
mean scores in the administrative and developmental HRM type. No differences were found 
between the administrative and developmental HRM type or between the strategic and 
strategic-developmental HRM type. The results of both post-hoc ANOVA tests are 
summarised in Table 6. 
Table 6. Results post-hoc ANOVA test. 
   p-value  
Instructional leadership   
 Administrative  
Developmental 
 
1.000a 
  Strategic  0.000a 
  Strategic-developmental 0.221a 
 Developmental  
Strategic 
 
0.000a 
  Strategic-developmental 0.080a 
 Strategic  
Strategic-developmental 
 
0.362a 
 
Transformational leadership 
  
 Administrative  
Developmental 
 
0.998b 
  Strategic  0.001b 
  Strategic-developmental 0.000b 
 Developmental  
Strategic 
 
0.008b 
  Strategic-developmental 0.004b 
 Strategic  
Strategic-developmental 
 
1.000b 
Note: Bonferroni post-hoc testa, Games-Howell post-hoc testb. 
Discussion 
This mixed methods study showed, first, only a minority of principals configure a bundle of 
HR practices for new teachers strategically. While the idea grows that also in education a 
strategic approach in HRM is necessary (Davies, 2003; Leisnik & Boselie, 2014; Smylie et al., 
2004), the interviews showed that the majority of principals do not align their school goals 
with the bundle of HR practices for new teachers and do not align HR practices with each 
other. Moreover, it was striking to notice that almost half of the principals in this study could 
be classified in the administrative type. Principals within this type are mainly orientated 
towards bureaucratic rules rather than towards the needs of new teachers or school goals. 
Taken together, a lot of principals are still concerned with operational procedures of HR 
practices, rather than ensuring that the bundle of HR practices reflects the strategic goals of 
their school. Furthermore, the interviews showed there is a disharmony in the way new 
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teachers are managed. Half of the principals in this study seem to recognise new teachers’ 
development needs. The other half of the principals seem to perceive new teachers as 
resources that need to be deployed or selected in the first place, rather than resources that 
need to be developed. This result confirms earlier research showing that principals have 
different beliefs about the management of new teachers. For example, Youngs (2007) found 
differences in principals’ awareness of new teachers’ need for support, understanding of 
induction and convictions about professional development. These beliefs shape -together 
with their beliefs about leadership, their professional backgrounds and their responses to 
policy- the way principals undertake efforts to support new teachers (Youngs, 2007).  
Second, this study showed, that the leadership style of primary school principals is reflected 
in the way they configure a bundle of HR practices for new teachers in their own school. We 
found evidence for the relationship between principals’ instructional and transformational 
leadership style and principals’ strategic orientation in the configuration of HR practices. The 
more principals are perceived as instructional leaders and transformational leaders, the more 
likely they are to configure the bundle of HR practices for new teachers high strategically (i.e. 
HR practices are vertically and horizontally aligned with the school goals). Based on the 
existing literature, we expected that instructional leadership (rather than transformational 
leadership) would be linked to the strategic orientation of principals (Milanowski & Kimball, 
2010; Robinson, Lloyd & Rowe, 2008). Yet, this study points at the importance of both 
instructional and transformational leadership in configuring a bundle of HR practices high 
strategically. It seems that the emphasis on articulating and accomplishing school goals -
which is characteristic for both leadership styles (Hallinger, 2003)- is clearly reflected in the 
strategic orientation of principals. Moreover, this study indicated that a principal’s HR 
orientation is not reflected in his/her leadership style. Principals were not perceived as more 
instructional leaders or transformational leaders if they were identified as high HR orientated 
instead of low HR orientated. In this regard, our study did not confirm our theoretical 
expectation that a high HR orientation is reflected in principals’ transformational leadership. 
Further research is necessary to investigate whether the HR orientation of principals is linked 
to other factors which are not expressed in their transformational leadership style (e.g. 
personal beliefs and values).  
Third, this study found differences in instructional and transformational leadership between 
the four HRM types. The mean scores for instructional leadership were significantly higher in 
the strategic type compared with the administrative and developmental type. Yet, no 
difference was found between the strategic and strategic-developmental type for 
instructional leadership. The same was true for transformational leadership: in the strategic 
HRM type principals’ transformational leadership style was scored as high as principals in the 
strategic-developmental HRM type. This was surprising as we expected that principals’ 
transformational leadership score in the strategic-developmental HRM type would be higher 
than in the strategic HRM type. We expected this because principals in the strategic-
developmental HRM type focus on developing new teachers rather than selecting new 
teachers. In this regard, further research is necessary to clarify why principals in the strategic 
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HRM type are also perceived as strong transformational leaders. Do they show 
transformational leadership behaviours because they work with a strategically selected pool 
of teachers which are better to motivate? Or is it because these teachers value this kind of 
leadership style? And if so, why do they value it? A qualitative design could be used to answer 
these questions, for example using teacher interviews or observations of principals’ work. 
Moreover, we found that principals in the strategic HRM type also scored high on 
instructional leadership. Although there was no significant difference in instructional 
leadership between the strategic and strategic-developmental HRM type, the mean scores 
for instructional leadership were the highest in the strategic HRM type and were significantly 
different from the mean scores in the administrative and developmental HRM type. 
Principals in the strategic HRM type are characterised by their focus on selecting only those 
teachers who fit the school goals. It is possible that because they are very selective at the 
time of hiring and awarding the tenure-track position to teachers compared with principals 
in the other HRM types, they are perceived as more directive and active in their instructional 
leadership. 
Conclusions 
Taken together, this study suggests both instructional and transformational leadership is 
important to manage new teachers strategically. This result reconfirms the importance of an 
integrated leadership style in education (Marks & Printy, 2003) and contributes to the 
leadership and HRM theoretical literature in several ways. First, although many studies have 
been done on educational leadership and single HR practices in education, the present 
research is the first attempt to integrate the two separate streams of research. Second, this 
study contributes to the existing literature by adopting a holistic view to look at HRM in 
education, rather than analyzing isolated HR practices. Finally, while broad agreement exists 
on the importance of instructional leadership, there is less consensus on what instructional 
leadership actually is. The traditional instructional leadership literature construes 
instructional leadership as synonymous with classroom observations and direct teaching of 
students and teachers. In line with Horng and Loeb (2010) this study shows a different view 
of instructional leadership is necessary, one that includes strategic HRM as central to 
instructional improvement. 
Recommendations for further research  
While this research contributes to the leadership and HRM literature, more research is 
recommended in this area to fully understand the relationship between leadership styles and 
HRM in education. One interesting direction for future research would be to examine other 
attributes of principals, besides the leadership style, that might affect the configuration of 
HR practices. In this respect, previous research -outside the educational field- has suggested 
to examine differences in values or experiences of managers (Gilbert, De Winne & Sels, 2011) 
and managers’ willingness, capacity and competence to implement HRM (Nehles et al., 
2006). On the other hand, principals’ HRM and/or leadership style might also be influenced 
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by factors that are not under the control of principals such as characteristics of the teacher 
population within the school (e.g. teacher quality within the school, teacher demographics, 
teachers’ need for development, ...), school characteristics (e.g. student population, school 
district influence) or labour market features (e.g. demand- and supply of teachers within 
specific region). Furthermore, it would be interesting to see how teachers perceive HRM in 
their school and how perceived HRM and actual HRM (i.e. HRM implemented by principals) 
is associated with teachers’ outcomes such as job satisfaction, organisational commitment 
or intention to leave. Finally, as this study suggests that principals in the strategic HRM type 
integrate both leadership styles, the question might be: Should every principal implement 
strategic HRM for new teachers? Or is strategic-developmental HRM preferable? Is there 
actually one ‘ideal’ HRM type? To answer these various questions, we believe further 
research is inevitable which also takes into account teacher outcomes. Future studies are 
necessary to link the HRM types to teacher outcomes such as teachers’ job satisfaction, 
organisational commitment and intention to leave the job. Moreover, it would be interesting 
to investigate whether differences in the configuration of HR practices for new teachers 
influence the extent to which teachers’ own values ‘fit’ the school  values or goals (i.e. 
Person-Organisation Fit). 
Limitations 
As always in research, this study has limitations and needs follow-up in other studies. First, a 
larger sample of schools would allow us to include more variables (e.g. control variables). 
Since the preferred ratio of valid cases to independent variables for logistic regression is 20 
to 1, only a limited number of variables could be included in this study. In this regard, future 
research should use a larger sample to test the findings of this study. A second limitation is 
that we only interviewed principals to gain insight in the configuration of HR practices for 
new teachers. Although we made use of multiple data sources (i.e. teachers and principals) 
in order to reduce common method bias, we believe that interviews with teachers and actors 
at the meso-level and/or direct observation of principals might offer further important 
information to measure the actual configuration of HR practices. The latter is interesting 
because what principals say, practice or, apply can be discrepant from what teachers (or 
other actors) experience (Wright & Nishii, 2007). A third methodological limitation that 
should be taken into account is the cross sectional nature of this study which does not allow 
to confirm the suggested causality between the principal’s leadership style and configuration 
of HR practices. More longitudinal research is necessary to study this relationship. A final 
limitation is that our sample was limited to Flemish primary schools. It would be useful to 
involve samples from different educational levels since previous research showed HR 
practices are different (Devos et al., 2004) and leadership effects are stronger at the primary 
than secondary school level (Louis, Leithwood, Wahlstrom & Anderson, 2010). Moreover, this 
study was carried out in Flanders. It is possible that the specific educational context of 
Flemish education influences the way principals configure their HR practices. Therefore, it is 
important to verify the study results in other national or regional contexts.  
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Chapter 4 
When school leaders become the “glue” between HRM 
and school culture 
Abstract 
Recently the awareness has grown that school leaders indirectly affect student outcomes 
and school improvement through their human resource management (HRM) practices and 
school culture. Yet, until now scant research focus on HRM and school culture together. This 
qualitative study investigates how school leaders align the configuration of HR practices with 
the school’s culture (see Figure 1). In a previous qualitative study, four different HRM types 
were identified based on differences in principals’ configuration of a bundle of HR practices 
for new teachers in primary education. For this qualitative follow-up study, four cases, 
belonging to two contrasting HRM types (i.e. administrative and strategic-developmental 
HRM type) were selected. These two HRM types differ with regard to the extent to which 
HRM is aligned with the school goals (i.e. strategic orientation) and the extent to which HRM 
is focused on investment in new teachers (i.e. HR orientation). In these cases, semi-
structured interviews (with principals, teachers and other school actors) and relevant 
documents (i.e. inspection reports and HRM related documents) were analysed. Important 
differences in school culture were noticed according to the way HR practices were 
configured by the school principal. Through the identification of specific leadership practices, 
the results show that school leaders implementing strategic HRM (SHRM) act as the ‘glue’ 
between HRM and culture. The findings of this study contribute to the recent plea for a 
better comprehension of school context characteristics through which strategic HRM 
flourishes or fails within the education sector and school leadership practices necessary in 
the context of SHRM. 
Introduction 
Countless studies have pointed to the importance of school leadership for student outcomes 
and school improvement (Hallinger, 2011; Leithwood, Louis, Anderson & Wahlstrom, 2004; 
Robinson, Lloyd & Rowe, 2008). School leaders mainly influence student achievement 
indirectly, through their impact on teachers (Leithwood et al., 2006). Recently the awareness 
has grown that, amongst other factors, this indirect effect can be realised by school leaders 
through human resource management practices (i.e. teacher hiring, assignment, retention, 
professional development) (Donaldson, 2013; Horng & Loeb, 2010; Loeb, Kalogrides & 
Beteille, 2012). At the same time, it has been repeatedly recognised that school leaders 
indirectly influence student learning via the school culture (Hallinger & Heck, 1998; 
Leithwood et al., 2006). However, until now it is rare that human resource management and 
school culture are studied together. This is surprising as the importance of the alignment 
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between HRM and organisational culture has been stressed (Paauwe, 2004) and 
organisational culture and HRM are considered to be inseparable in an organisation (Jackson 
& Schuler, 1995). While the importance of leadership has been stressed in this context 
because of its influence on both the organisational culture and HRM (Guest, 1994), up to 
now, it is unclear which leadership practices are especially important in aligning HRM and 
school culture. 
To fill these gaps in existing research, this qualitative study explores whether differences in 
the configuration of a bundle of HR practices for new teachers relate to differences in school 
culture. In a previous qualitative study (Vekeman, Devos & Valcke, 2016), four different HRM 
types were identified in which principals configure a bundle of HR practices for new teachers 
in primary education (i.e. administrative HRM, developmental HRM, strategic HRM and 
strategic-developmental HRM type). For this study, four cases, belonging to two contrasting 
HRM types (i.e. administrative HRM type and strategic-developmental HRM type), were 
selected for this qualitative follow-up study. These two HRM types differ with regard to the 
extent to which HRM is aligned with the school goals (i.e. strategic orientation) and the 
extent to which HRM is focused on investment in new teachers (i.e. HR orientation). More 
specifically, we look at differences in school culture in two administrative HRM schools, with 
a weak alignment between school goals and HRM and weak investment in teachers by the 
school leader, and two strategic-developmental HRM schools, with a strong alignment 
between school goals and HR practices and a strong investment in teachers by the school 
leader. In these cases different school members were interviewed and relevant documents 
were analysed. By looking at two similar cases in two contrasting HRM types, we try to better 
understand the role of the principal in the alignment between HRM and culture, grounding 
it by specifying how this takes place (Miles & Huberman, 1994, p.29). It is expected that these 
findings will contribute to a better comprehension of school culture characteristics through 
which strategic human resource management (SHRM) flourishes or fails, on the one hand, 
and school leadership practices necessary in the context of SHRM, on the other hand. 
Theory 
SHRM and the configuration of a bundle of HR practices in schools 
Drawing on the management literature and recent studies within education, increasing 
attention has been given to the importance of SHRM in education (Leisink & Boselie, 2014; 
Smylie & Wenzel 2006). SHRM can be defined as “management decisions in different 
organisational contexts related to policies and practices that shape the employment 
relationship and are explicitly aimed at achieving individual employee, organisational and/or 
societal goals” (Boselie, 2014: 5). Existing educational literature has increasingly focused on 
HRM by studying single, isolated HR practices, such as hiring (e.g. Harris et al., 2010), 
induction (e.g. Ingersoll & Strong, 2011) or teacher evaluation (Tuytens, 2012). Although 
outside the educational field much conceptual and empirical attention has been given to 
bundles of HR practices, little evidence is available on how several HR practices are 
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configured as a whole within schools (Runhaar, 2017; Smylie & Wenzel, 2006). In this regard, 
Vekeman and colleagues (2016) explored the configuration of a ‘mini-bundle’ of HR practices 
for new teachers and identified four HRM types based on schools’ ‘strategic orientation’ (e.g. 
Wright & McMahan, 1992) and ‘human resource orientation’ (e.g. Barney, 1991). Each 
orientation ranges from high to low as the degree of emphasis on each dimension can vary. 
The first dimension, the strategic orientation, refers to the alignment of organisational goals 
with HRM (i.e. vertical fit) and the alignment of HR practices, such as teacher hiring and 
induction, with each other (i.e. a horizontal fit). The second dimension, ‘HR orientation’, is 
based on the resource-based view stating that organisations achieve value through HR 
practices that are aligned with employees’ characteristics and refers to the extent to which 
new teachers are supported and are giving chances for professional development. The 
combination of both orientations result in four quadrants representing bundles of HR 
practices for new teachers (see Figure 2). 
 
Figure 2. HRM typology. 
Administrative HRM 
This type of HRM is characterised by a weak vertical or horizontal fit. This means hiring, 
induction and awarding the tenure-track position remain isolated from the school goals or 
do not pursue complementary school goals. Principals implementing this type of HRM are 
aware of the external challenges (e.g. a limited supply of skilled teacher candidates), but are 
not proactive (e.g. they hire applicants without clear criteria or prior screening). Their 
practices are guided by administrative rules, standard procedures are followed, basic 
induction practices are installed and the tenure-track decision is made pro forma. Therefore, 
no concrete investments are made in new teachers. These are seen as resources to be 
deployed rather than resources to be developed.  
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Developmental HRM 
Developmental HRM is characterised by a weak vertical or horizontal fit, and a reactive 
approach towards external challenges. HR practices are guided by the needs of new teachers 
rather than by administrative rules. Teachers are seen as resources that need to be 
developed. Principals implementing this type of HRM believe it is important to talk with new 
teachers, to listen to their needs and to give them time and chances to counter their 
weaknesses. Yet, they do not support new teachers’ developmental process strategically 
since they do not link their development to specific school goals.  
Strategic HRM 
A principal who implements strategic HRM installs HR practices that are vertically and 
horizontally aligned with the school goals, and is proactive to meet external challenges. 
These principals respond, for example, to a lack of skilled teachers, they anticipate the short 
period before the tenure-track position,  etc. Moreover, they install induction practices to 
supervise new teachers and check, as soon as possible, whether these fit the school goals. 
These principals see new teachers as resources that need to be selected strategically rather 
than resources that need to be developed.  
Strategic-Developmental HRM 
Finally, principals who implement strategic-developmental HRM adopt a balanced focus on 
school goals and new teachers’ needs. HR practices are vertically and horizontally aligned 
with the school goals, and external challenges are approached proactively. Yet, in contrast 
with strategic principals, teachers are not viewed as good or bad; they adopt a more 
differentiated perspective of teachers’ strengths and weaknesses. They invest in new 
teachers by supporting teachers’ professional development through collaboration and 
teamwork. New teachers are seen as resources that need to be both selected and developed. 
As stated in the introduction, in this study, we zoom in on two prototypical cases from two 
contrasting HRM types. More specifically, we look at the administrative and strategic-
developmental HRM type which differ both regarding the strategic and HR orientation. While 
the administrative HRM type is characterised by a low strategic orientation ánd low HR 
orientation, the strategic-developmental HRM type is characterised by a high strategic 
orientation ánd high HR orientation.  
School culture 
At the end of the 1980’s and the beginning of the 1990’s, school research discovered the 
culture concept because of its popularity in organisational studies since the 70’s and 80’s and 
the repeated observation of fundamental differences between schools and their influences 
on students (Maehr & Midgley, 1996). Different national and international studies on school 
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cultures exist in which researchers put different accents. Yet, most of the time it is regarded 
as a holistic entity that pervades and influences everyone within a school (Hargreaves, 1995; 
Maslowski, 2001). It is often defined as “the basic assumptions, norms and values and cultural 
artifacts of a school that are shared by school members, which influence their functioning at 
the school” (Maslowski, 2001, p.8-9).  Different interrelated levels of culture can be identified 
(i.e. basic assumptions; values and norms; artifacts and practices) (Schein, 1985) and culture 
can be viewed from different angles (i.e. content, homogeneity and strength) (Maslowski, 
2006). Yet, in this study we focus on the content of cultural values which consists of what 
people believe to be good, right or desirable and are often translated into norms of 
behaviour (Maslowki, 2006). More specifically, we rely on Dumay’s (2009) conceptualisation 
of school culture by focusing on four school culture values: discipline, academic emphasis, 
collaboration and innovation. These four values are based on two typologies designed by 
Hargreaves (1995). The first two values (‘discipline’ and ‘academic emphasis’) are based on 
Hargreaves’ typology which suggests that every group simultaneously has to maintain 
pressures to keep members on task and must seek to maintain in the group some social 
harmony, which is easily disturbed by pressure to keep on task. Related to schools, this 
means that schools have various instrumental functions, especially those directed toward 
student cognitive student achievement, and in the same way, schools have an expressive 
task of maintaining social relationships so that these are satisfying, supportive and sociable. 
While the cultural value ‘discipline’ refers to the extent to which disciplinary norms are 
central in the school and students are sanctioned consequently who do not behave according 
to those norms, the cultural value ‘academic emphasis’ relates to the extent to which there 
is emphasis put on performances of students and teachers expect that students will perform 
at best. The second two values (‘collaboration’ and ‘innovation’) are based on Hargreaves’ 
typology which opposes two ideal types, with the traditional school on one side and the 
collegial school on the other side. The cultural value ‘collaboration’ refers to the way teachers 
are keen to share material, make time to work collectively and value mutual support and 
collaboration. The cultural value ‘innovation’ refers to the way teachers develop a critical 
view about their own practice, are open to new ideas towards their practice and are keen to 
experiment with new pedagogical methods and the way professional development is an 
important aspect of the profession.  
School leadership as the glue between HRM and school culture 
As stated in the introduction, the importance of  school leadership has been stressed both in 
the context of HRM and school culture. In what follows, we will zoom in on the role of school 
leadership in the relationship between HRM and school culture.  
School leadership and HRM 
Different researchers acknowledge the important role of school leaders in the 
implementation of (S)HRM (e.g. Milanowski & Kimball, 2010; Leisink & Boselie, 2014). This is 
also pointed out by studies on single HR practices. In the context of teacher hiring, for 
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example, the role of school leaders’ demographic variables (Liu et al., 2016), own values 
(Little & Miller, 2007) and human capital (e.g. DeArmond et al., 2010; Donaldson, 2013) has 
been stressed. Moreover, in the context of professional development, different studies point 
to the importance of transformational and shared leadership (Vanblaere & Devos, 2016; 
Kurland, Peretz & Hertz-Lazarowitz, 2010) or, in the context of teacher evaluation, to the 
importance of trust in the school leader (Blömeke & Klein, 2013; Tuytens & Devos, 2010; 2011; 
2014) and an integrated leadership style (i.e. approach that combines both transformational 
and instructional leadership) (Tuytens & Devos, 2011; 2014). Yet, except for Robinson and 
colleagues’ (2008) plea for leadership skills in securing resources that are aligned with school 
goals and instructional purposes (rather than leadership skills in securing resources per se), 
few studies empirically investigate the link between school leadership and HRM. Outside 
educational research, however, the interest in combining leadership and HRM has grown 
gradually based on the premise that employees are likely to be influenced by both the HR 
practices they experience and their supervisor’s leadership style (Purcell & Hutchinson, 
2007). In this regard, Zhu and colleagues (2005) found, for example, that transformational 
leaders are more likely to adopt human–capital enhancing HRM. Furthermore, a study by 
Vermeeren and colleagues (2014) indicated a transformational leadership style is positively 
related with the use of commitment-oriented HR practices. Human-capital enhancing or 
commitment-oriented HR practices seek to achieve competitive advantage through the 
strategic development of a highly committed and capable workforce (Huselid, 1995). In the 
context of these studies showing that leaders play a central role in the implementation and 
effectiveness of HRM, some authors even prefer the term ‘people management’ (Knies, 
2012) to cover both the ‘HR activities’ and ‘leadership behaviour’.  
School leadership and school culture 
Different authors (Hallinger & Heck, 1998; Witziers et al., 2003; Maslowski, 2001) found that 
school leadership does not directly affect student achievement, but rather indirectly effects 
learning by principals’ impact on school culture. In this regard, Leithwood and colleagues 
(1993) proposed that school culture was central to achieving the coordination necessary to 
implement change. School leaders are seen as ‘change agents’ as they impact school culture 
which, in turn, seem to impact a range of restructuring outcomes including programme, 
policy, teacher behaviour, and students. More specifically, Leithwood and colleagues (1998) 
determined that school leaders affect school culture through vision building. Vision refers to 
the values that underlie a school leader’s view of education and enables one to see facets of 
school life that may otherwise be unclear, raising their importance above others (Hallinger & 
Heck, 2002). Although both instructional and transformational leadership have been linked 
to the concept of vision or goals, these constructs are conceptualised differently. The 
instructional leadership literature asserted that goal-related constructs (e.g. vision, goals) 
must contain an academic focus (Robinson et al., 2008). In contrast, the application of 
transformational leadership to education, left open the ‘value’ question as to the focus of 
the vision and goals (Hallinger, 2011). However, the transformational model of school 
leadership has often been found as an important avenue through which vision may have an 
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impact on school’s culture (e.g., Leithwood, 1994; Leithwood et al., 1998). According to 
Shatzer et al. (2013) transformational leaders use their shared vision to create a supportive 
school culture in order to solicit change and manage school reform, whereas instructional 
leaders tend to focus on making changes with the core curriculum. Hallinger (2003) refers in 
this regard to the focus on teaching and curriculum in school reform as first-order changes, 
while transformational leaders tend to focus on the second-order changes such as 
articulating the school vision and creating a supportive culture. 
School leadership, HRM and school culture 
While some researches pointed to the importance of school culture in the context of HRM 
(e.g. Leisink & Boselie, 2016), existing educational research is again often limited to studies 
on single HR practices (e.g. Deal & Peterson, 1999; Donaldson, 2013; Coldwell, 2016; Firestone 
& Louis, 1999; Zhang & Ng, 2011). Moreover, as in research outside education, this link has 
been conceptualised in different ways and conflicting results have been found. On the one 
hand, some researchers suggest that HRM has an impact on organisational culture. Guest 
(1994) for example states that, through selection, socialisation and training procedures, HRM 
may contribute to both the emergence and maintenance of organisational culture. 
Furthermore, Den Hartog and Verburg (2004) assessed the relationship between high 
performance work practices (HPWP) and culture orientations and found these practices 
explain variance in culture orientations. More specifically, according to them, HPWP act as 
“culture embedding mechanisms” through which leaders shape culture. In the same line, 
some educational researchers point at the multi-faceted role of school leaders in shaping a 
school’s culture through staffing decisions (e.g. Deal & Peterson, 1999; Firestone & Louis, 
1999). On the other hand, some researchers argue a reverse relationship exists between 
HRM and organisational culture. Following the social-context theory of HRM that states that 
the core values and culture of the organisation drive the design of the HRM system (Ferris et 
al., 1998), some researchers found evidence for the impact of organisational culture on HRM 
policy and practices adopted by leaders. Wei and colleagues (2008), for example, examined 
the role of organisational culture in the SHRM adoption and implementation process and 
found that corporate culture acts as an antecedent of SHRM. They argue that the perceived 
importance of HRM is actually a partial reflection of the leaders’ values or corporate culture 
and thus support the "culture determinism" argument that a good culture possibly leads to 
the adoption of SHRM. Some educational studies on single HR practices also point to this 
direction. School leaders in the study of Donaldson (2013), for instance, noted that the 
existing culture (i.e. existing norms that discourage honest, critical feedback, and dismissal 
of popular team members) can impede their ability to implement teacher evaluation 
effectively. Additionally, Zhang and Ng (2011), found that collaborative school cultures (i.e. 
with a focus on collaboration, good relationships, and sharing) can support the effective 
implementation of teacher evaluation by the principal. Moreover, Coldwell (2016) found that 
the existing career culture in the school (i.e. action or stability oriented) seems to influence 
the kind of reward system used (i.e. focusing on promotion vs.  professional development). 
Finally, (and partially because the conflicting results that have been found) some researchers 
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argue that the relationship between organisational culture and HRM is reciprocal or can be 
seen as a reinforcing spiral (Bowen & Ostroff, 2004; Chan et al., 2004; Ogbonna & Whipp, 
1996). Ogbonna & Whipp (1996) stated, for example that the common feature of culture and 
HRM is their elusive nature as both areas encompass inherently intangible organisational 
phenomena such as values, beliefs and knowledge. In this line, Bowen & Ostroff (2004) argue 
that organisational culture function both as an antecedent to the HRM system and as a 
mediator of its linkage to firm performance. Furthermore, Chan and colleagues (2004) stated 
that organisational culture and HRM can be seen as ‘co-specialised resources’. More 
specifically, they argue that the driver for sustained performance is a combination of HRM 
and an appropriate culture. Building on these studies we assume that without the support of 
a necessary school culture, HRM will not function to their fullest potential. Moreover, in line 
with educational researchers pointing to the fact that leadership should be viewed as a 
process of mutual influence (Day et al., 2016; Hallinger, 2011), we believe school leaders’ 
configuration of HR practices should be responsive to the school’s culture. In other words, 
we believe that school leaders play a crucial role in the alignment between HRM and school 
culture. 
Research design 
Case selection 
For this study, four schools were selected based on a previous qualitative study (Vekeman et 
al., 2016). This previous study explored in 54 primary schools the way the bundle of HR 
practices for new teachers is configured by the principal. This study was based on 54 semi-
structured open-ended interviews with principals from 54 primary schools in Flanders. 
Looking at the differences and commonalities in these orientations, this study identified four 
HRM types: an administrative, a developmental, a strategic and a strategic-developmental 
HRM type (Vekeman et al., 2016). From each contrasting HRM type (i.e. administrative HRM 
type and strategic-developmental HRM type), two prototypical cases were selected. 
Differences in HRM were maximised by choosing two cases from two contrasting HRM types. 
Yet, we selected cases with relative comparable context characteristics as we wanted to 
focus in this study mainly on school culture and disregard possible other context factors. As 
illustrated in Table 1, we selected for each HRM type a school that is privately run (CASE B 
and C) and a school which is run by the municipality (CASE A and D). More specifically, in both 
schools run by the municipality (CASE A and D) the school board is actively involved in the 
recruitment and selection of new teachers (with a position until the end of the school year). 
In both cases candidate teachers should apply for a position to the school board and cannot 
directly apply for a position to the school principal (as is the case in B and C). In both schools 
that are privately run (CASE B and C) the principals can make hiring decisions autonomous 
and are free to decide whether or not they ask for advice of or collaborate with other schools 
from the school board or school network. Finally, we made sure that in each HRM type the 
principal had comparable demographic characteristics (e.g. gender and experience in the 
school).  
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In addition to the interview with the principal, we interviewed in each selected school 4 
teachers with different positions (i.e. minimum one temporary appointed teacher, tenure-
track teacher and tenured teacher) in order to get a variation in perspectives on HRM and 
school culture. Moreover, in each school the care coordinator was interviewed who is -
according to the official job description- responsible for the support of teachers next to the 
coordination of care initiatives in the school and the guidance of students. When available, 
also other relevant actors in HRM at the school level were interviewed such as the school 
mentor in CASE D. An overview of the most important characteristics of the school and 
respondents  are provided in Table 1.  
Instruments and data analysis 
Interviews 
The interview transcripts with the principals of the four selected schools from the previous 
study were re-used and analysed for this study. Second, an interview protocol for semi-
structured open-ended interviews with teachers, care coordinator and other relevant actors 
was set up based on the research objectives. The protocol focused on HR practices for new 
teachers (i.e. teacher hiring, induction and awarding the tenure-track position), the four 
cultural values (discipline, academic emphasis, collaboration and innovation) and school 
leadership. Questions related to HR practices were for example ‘How were you hired in the 
school?’, ‘How were you inducted during the first years in the school?’. Questions concerning 
cultural values were for instance ‘How is discipline / academic emphasis / collaboration / 
innovation valued within the school?’. Lastly, questions as ‘How would you describe your 
principal?’ were asked to get insight into teachers’ perception of the principal.  
Different steps were used to analyse the interview transcripts of all respondents and the 
Nvivo 10 software tool was used to organise our analysis. First, thematic summaries were 
created in order to structure the text and to reduce the data (e.g. teacher hiring, induction, 
awarding the tenure-track position, discipline, academic emphasis, collaboration, innovation, 
school leadership). These broad categories were in a second phase refined in order to detect 
further divisions within each category (e.g. in the category collaboration: practical 
collaboration, pedagogical-didactical collaboration; in the category discipline: top-down 
approach, bottom-up approach). The interviews were analysed using cross-case analysis 
(Miles & Huberman, 1994). In the cross-analysis all interviews from one case were combined 
and communalities and differences were sought in the 4 cases.  
 
  
 
Table 1: Respondents’ characteristics. 
School HRM type School characteristics 
(school sector, school type, amount 
of teachers in the school, SES) 
Principal characteristics 
(gender, age, experience, former function) 
Teachers’ characteristics 
(gender, age, experience in the school, 
position) 
A 
 
Administrative HRM Run by municipality, traditional 
school, 17 teachers, medium-low 
percentage of  
students from a low SES background  
Female, 47 years, appointed 8 years ago as a 
principal in the school, primary school teacher in 
same school 
Teacher 1 
 
 
Female, 22 years, 2 
years, temporary 
position 
    Teacher 2  
 
Female, 39 years, 18 
years, tenure-track 
position 
    Teacher 3 
 
Female, 26 years, 5 
years, tenure-track 
position 
    Teacher 4 
 
Female, 51 years, 24 
years, tenured position 
    Care 
coordinator 
Female, 27 years, 3 
months, temporary 
position 
B 
 
Administrative HRM Privately run, traditional school, 20 
teachers, low percentage of  
students from a low SES background  
Male, 54 years, appointed 15 years ago as a 
principal in the school, primary school teacher in 
different school 
Teacher 1 
 
 
Female, 36 years, 9 
months, temporary 
position 
    Teacher 2  
 
Female, 25 years, 4 
years, tenure-track 
position 
    Teacher 3 
 
Male, 58 years, 36 years, 
tenured position 
    Care 
coordinator 
Female, 41 years, 4 
years, tenure-track 
position 
C 
 
Strategic-
developmental HRM 
Privately run, traditional school, 24 
teachers, low percentage of  
students from a low SES background  
 
Male, 46 years, appointed 5 years ago as a 
principal in the school, primary school teacher in 
same school 
Teacher 1 
 
 
Female, 23 years, 3 
months, temporary 
position 
  
 
School HRM type School characteristics 
(school sector, school type, amount 
of teachers in the school, SES) 
Principal characteristics 
(gender, age, experience, former function) 
Teachers’ characteristics 
(gender, age, experience in the school, 
position) 
    Teacher 2  
 
Female, 35 years, 4 
years, tenure-track 
position 
    Teacher 3 
 
Female, 36 years, 15 
years, tenured position 
    Teacher 4 
 
Female, 55 years, 29 
years, tenured position 
    Care 
coordinator 
Female, 54 years, 20 
years, tenured position 
D 
 
Strategic-
developmental HRM 
Run by municipality, alternative 
school, 25 teachers, high percentage 
of  
students from a low SES background  
Female, 51 years, appointed 10 years ago as a 
principal in the school, mentor in same school 
Teacher 1 
 
 
Male, 26 years, 3 
months, temporary 
position 
    Teacher 2  
 
Female, 26 years, 1 year, 
tenure-track position 
    Teacher 3 
 
Female, 38 years, 13 
years, tenured position 
    Teacher 4 
 
Female, 35 years, 11 
years, tenured position 
    School 
mentor  
 
Female, 44 years, 20 
years, tenured position 
    Care 
coordinator 
Female, 31 years, 6 
years, tenured position 
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Documents 
Next to the interviews also two types of documents related to each case were used. On the 
one hand, we gathered relevant HR and school policy documents which the respondents 
referred to during the interview (e.g. vision documents, school guide book for new teachers 
in the school, job description, performance appraisal reports, professional development 
plan). On the other hand, we analysed most recent school inspection reports (max. 5 years 
old) for each case and we analysed the parts in the report devoted to the general school 
policy and leadership in the school. Yet, as the focus of each inspection report differed not 
for every case there was comparable information available. In Table 2 an overview of the 
relevant parts in the inspection reports is given. Both data sources were gathered as a 
complementary data collection procedure in support of triangulation. The documents were 
gather after the interviews were analysed. As the document analysis is mainly supplementary 
to the interviews, the predefined categories used in the interview transcripts were also used 
to analyse the content of the documents (Bowen, 1997). 
Table 2: Relevant fragments in inspection reports. 
 Administrative HRM Strategic-developmental HRM 
Collaboration   
[The team shares internal expertise only 
sporadically. The exchange of expertise within 
the team could be increased.] (CASE B) 
 
 
[Communication and collaboration are deeply 
ingrained in the school. […] Within each 
grade there exists an intensive collaboration 
between team members.] (CASE D) 
 
Innovation  
[The chances for individual professional 
development are insufficient used by the 
majority of teachers. There is a lack of a clear 
vision on professional development and 
pressure to stimulate all teachers for 
professional development. […] The 
professionalisation process has a lot of 
opportunities to grow. Although most teachers 
are willing to innovate, there is a lack of goal-
orientation, pressure and monitoring of 
professional development.] (CASE B) 
 
 
 
[The team works on one or more priorities 
each year and is open towards feedback. 
Quality-assurance initiatives such as self-
evaluation and satisfaction surveys are 
launched.] (CASE C) 
 
[The school is open to quality assurance. 
Quality assurance is elaborated in a good way 
within the school and the school is open 
towards external visits and investigation. The 
team questions the school policy all the time 
and draws the necessary conclusions. There is 
a strong culture of self-reflection which leads 
to regular evaluation of their own practices 
and optimalisation.] (CASE D) 
 
Vision / 
Leadership / 
HRM 
 
[School policy is mainly in hands of the 
principal in consultation with a team member 
which coordinates care within the school.] 
(CASE A) 
 
[Limited instructional leadership offers 
teachers a lot of freedom in pedagogical-
didactical functioning. […] The school wants to  
pursue participative leadership but the vision is 
not supported by all team members which 
leads to diversity in professionalism.] (CASE B) 
 
 
[Teachers feel involved in the school policy. 
The school vision and decision-making is 
supported by the whole team. […] The team 
notice distributed leadership in the school 
when tackling innovations. The principal has 
the intention to create a climate of trust in 
which the well-being of teachers is important. 
[…] The principal invests in classroom 
observations in order to coach and help 
teachers. Besides the classroom visits, the 
principal uses performance appraisal 
conversations with the intention to stimulate 
and motivate teachers and to pinpoint points 
to work on. (CASE C) 
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 Administrative HRM Strategic-developmental HRM 
   
[The principal monitors and guides the team 
in a goal-oriented way and is supported by a 
‘growth team’ including the mentors and the 
care coordinator. Everyone is involved in the 
school policy through a lot of communication 
channels. […] The principal pursues an open 
and accessible policy towards all participants. 
Availability and support in the classroom are 
an important part of the principal’s task. The 
principal monitors teachers’ teaching 
approach and policy decisions through the 
way the school is working. […] Decision-
making is enabled in a broad and effective 
way. The team tries to accomplish the 
following goal: “We preach what we are doing 
and we do what we are preaching”. There are 
structures available in which school policy is 
designed. Team members show strong 
involvement is decision-making.] (CASE D) 
 
[The investigation of the school policy shows 
that the school has a clear school vision which 
the principal communicates in a good way to 
the external environment. The team works 
hard to accomplish the school goals.] (CASE D) 
 
Data validity 
In this study, we took different steps to establish the validity of the interview data reported 
on in this article. These included member checks, use of multiple data collection methods, a 
multiple case design and double-coding. In terms of member checks (Creswell, 2012), we 
provided each school a school feedback report in which general conclusions and findings 
were reported based on the interviews with all respondents. We asked all principals to read 
the feedback report and discussed the emergent findings in the feedback report with them 
(face-to-face or by telephone). Second, we used multiple data sources to strengthen the 
validity of the interview data (Stake, 1995). In particular, we drew on interview data, 
documents provided by the school as well as inspection reports. Third, the triangulation of 
perceptual viewpoints of both principals, teachers and relevant actors within the HR process 
helped to validate the responses from the different subgroups (Patton, 1990). Finally, a 
second researcher, who was not familiar with the study or participating schools, was trained 
to grasp the meaning of the coding and coded 20% of the interviews. The intercoder-reliability 
was 89.64%, which is in accordance with the standard of .80 of Miles and Huberman (1994).   
Results 
Differences in school culture according to the HRM type 
Based on the interviews and document analysis differences between the administrative and 
strategic-developmental HRM type were found in the way the four cultural values were 
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perceived. A summary of the differences is depicted in Table 3. In what follows, the 
differences will be explained more in detail. 
Table 3: Differences in school culture. 
 Administrative HRM Strategic-developmental HRM 
Discipline Narrow interpretation 
Top-down approach 
Broad interpretation 
Bottom-up approach 
 
Academic emphasis Learning differences as 
concern  
Learning differences as concern 
Learning differences as asset 
 
Collaboration Practical collaboration  
Basis discussion 
Practical collaboration 
Discussion about practice 
Sharing teaching practice and teaching 
together 
Working on teaching material 
 
Innovation Focus on external demands 
Changes in material or 
environment 
Short-time process 
Focus on internal needs 
Changes in material or environment  
Changes in teacher’s practice and school 
policy 
Continuous process 
Discipline 
The status of disciplinary guidelines and rules in the school seem to be different in the 
administrative HRM cases compared to the strategic-developmental cases. Respondents in 
the administrative HRM cases seem to give a relative narrow interpretation of discipline by 
stressing it is important that students are “quiet”, “polite” and “well-mannered” and “take 
care of material”. Moreover, they refer mainly to a top-down approach within the school 
meaning that the rules – which are made by the school – should be followed by the students. 
In this regard, one teacher stated: 
We try to draw clear lines for children and make agreements. In the corridor they can find the 
rules on the wall. Of course, not every teacher is equally strict but we have clear rules on paper. 
Children know what they can and cannot and that they know that they need to hold on to these 
rules. They also know the consequences when they do not follow the rules. (CASE A – Teacher 
4) 
Respondents in the strategic-developmental HRM cases, on the other hand, give a broad 
interpretation of discipline by referring to the importance of “being responsible for their 
actions” and “showing respect to others”. Moreover, they advocate a more bottom-up 
approach in which rules and agreements are made together with the children and children 
are explained why specific rules are necessary, as the following quote illustrates: 
Rules and agreements are necessary, of course. Yet, in this school we’ll never give real 
punishments such as writing tasks. We believe it is important to learn children to respect rules 
and agreements by talking to them. Sometimes, it takes a lot of time to discuss certain things 
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over and over again and to search solutions in our group. But, we believe it is necessary that 
rules and agreements are made in consultation with the children. (CASE D – Teacher 4) 
Academic emphasis 
The analysis of the school’s work plan (in which a vision on the monitoring of students’ 
learning process is stipulated) and interviews showed that in none of the cases there is a 
strong emphasis on students’ academic achievement. In this regard, in all cases the 
respondents referred to (recent) changes in the way they assess students’ performances 
such as reporting qualitative feedback - instead of test scores - for some learning areas (CASE 
A and B), for the lower grades (CASE C) or for all grades (CASE D). When respondents talk 
about achievement, the academic diversity between students was stressed immediately by 
almost all respondents. Nevertheless, we noticed differences between the cases in how they 
handle students’ diversity. Actually, in all cases -with exception of CASE D- we notice that 
learning differences are seen as a concern. In these cases learning differences are eliminated 
as much as possible through the remediation of students outside the classroom (e.g. by a 
remedial teacher or the special needs coordinator) or responded to by using differentiation 
strategies such as adjusting the content of lesson material, being flexible in the support they 
offer to student or using between-class ability grouping. In CASE D, learning differences are 
seen as an asset and part of the society we live in, rather than a case of concern. To value the 
differences between children, the school also uses multi-age groups as the principal 
explained: 
This is also special or strange about us, we don’t like concepts such as ‘differentiated 
instruction’. This means we should look at pupils and say: this child is behind and this child is 
ahead. Everyone is ahead in some areas and behind in others. Why does everyone makes such 
a big deal of it? […] The way we group children makes we value all kind of differences. The main 
concern of teachers here is: How can I trigger pupils with something interesting? Teachers give 
a short instruction and stimulate pupils to work on it in collaboration with other pupils in an 
independent way.  (CASE D – Principal) 
Collaboration 
Although in both the administrative and strategic-developmental HRM cases the 
respondents indicated that collaboration between teachers is important, the way they 
perceived collaboration differed to a large extent. In the administrative HRM cases it stroke 
us that the respondents referred to relative superficial forms of teacher collaboration. They 
referred to practical collaboration between teachers in the context of activities or festivities 
at occasional moments during the school year (e.g. a school party at the end of the school 
year, Christmas, Santa Claus, school trip etc.). Besides this practical collaboration, basic 
discussions on certain themes or students occur most of the time in duos with colleagues 
from the same or adjacent grades or with the care coordinator. Yet, as the inspection report 
in CASE B (see Table 2) also stated, there is little exchange of internal expertise between 
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teachers. Moreover, teacher collaboration is not structured or formalised; it occurs mainly 
on the initiative of teachers as the following quote shows: 
Some teachers discuss some aspects of their teaching practice with colleagues from adjacent 
grades. But, again, it is the initiative of the teachers themselves. Some colleagues are more 
willing to discuss the practice than others. Some colleagues want to align their practice with 
those of other colleagues but others don’t feel the need to do that and say: “Do we need to 
have a meeting again?” while I think we don’t have a lot of meetings besides the monthly team 
meetings where we discuss most of the time practical things. (CASE B – care coordinator) 
Respondents in the strategic-developmental HRM type, in contrast, referred more to the 
importance of pedagogical-didactical collaboration within the school. These respondents 
talked about teaching together (e.g. in the context of class transcending projects) (CASE C 
and D), sharing and discussing teaching practices (CASE C and D) and working together on 
teaching material in small groups of teachers around broad themes (e.g. language, physics, 
nature, student participation, lunch) (CASE C and D) or during weekly grade meetings and 
monthly team meetings especially focused on the vision of the school (CASE D). The weekly 
grade meetings in CASE D, as also reported in the inspection report (see Table 2), seem to 
lead to an intensive collaboration as the following quote illustrates:  
We try to meet every week with all teachers from the same grade. We make sure we don’t fall 
into the arrangement of practical things such as: which class will go swimming? Instead we 
focus on how we can help each other and how we teach in the grade we are in. Every week 
another teacher speaks about his/her class – we call it “the show moment” in which he or she 
shows what they did and in which he/she discusses changes in the group. We ask: ‘Can we help?’ 
or we give suggestions: ‘I my group I did this like this’. The teacher can always choose what to 
do with these suggestions. Maybe it doesn’t work for his group but we offer opportunities to 
learn from each other and this is very important. (CASE D - Teacher 5) 
Innovation 
The interviews further revealed that both in the administrative HRM and strategic-
developmental HRM cases innovation is considered as important within the school. Yet, 
again, the respondents in the administrative HRM cases perceived innovation in a different 
way than those in the strategic-developmental HRM cases. In the administrative HRM cases 
innovation is seen as a short-term process. Moreover, when respondents in the 
administrative HRM cases talk about innovation a lot of attention is paid to changes that 
need to be made because of external demands in material (e.g. new handbook) or in the 
environment (e.g. implementing smart boards, tablets). The following two teachers 
mentioned, for example, very superficial changes (which were sometimes made years ago) 
in order to illustrate the school is innovative: 
Innovations are important in our school because it makes that parents choose your school for 
their kids. We implemented for example ‘quiet study’ at the end of the school day where 
children can make their homework which makes our school different than others. So, yes, 
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innovation is important. You need to go with the flow. (CASE A – Teacher 3) 
For years we work with the student monitoring system. There is also a new way of writing our 
agenda in an electronic environment. Yes, there are a lot of innovations here. Also putting some 
new photos on the school website and maintaining the school website. (CASE B – Teacher 3) 
In the strategic-developmental HRM cases, in contrast, respondents stress innovation is 
important mainly because of internal needs of teachers of the school, as the following quote 
illustrates: 
Some schools try to be innovative by buying smart boards. We do not. We have laptops and 
children learn the digital competencies they need but innovation means something different 
here. I believe that education equals innovation. Every school should constantly adapt to the 
needs of children. How can we change or innovate our teaching practice to what children in our 
school need. Being innovative for the kids, not for the outside world. (CASE D – Teacher 1) 
 Moreover, in CASE C and D innovation is seen as a continuous process that is not limited to 
changes in material or the environment but also in teachers’ teaching practice or school 
policy. Actually, in CASE C and D respondents referred to the importance of tackling 
innovations together and being self-reflective and critical towards their own teaching 
practice and school policy, as was also reported in the inspection report of  CASE C and D (see 
Table 2). In this regard, in CASE D, the principal, care coordinator and school mentor organise 
every month a meeting for the whole team centered around the school vision and policy. The 
central reflective question leading this meeting is: ‘Are we doing what we say we do and do 
we say what we do?’   
How principals align HRM and school culture? 
The analysis of the interviews, documents and inspection reports suggest that -in contrast to 
principals in the administrative HRM cases- principals in the strategic-developmental HRM 
cases seem to align HRM for new teachers with the school culture through: the use of 
strategic staffing criteria, the communication of vision through regular support and appraisal 
of new teachers and by stimulating and facilitation new teachers’ professional development.  
Use of strategic staffing criteria 
In contrast to the administrative HRM cases, the interviews suggest that the criteria that 
principals use to hire and award the tenure-track position to new teachers are aligned with 
the school culture through a focus on the cultural values ‘innovation’ and collaboration’, on 
the one hand, and the school’s vision, on the other hand. 
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Table 4: Criteria used during hiring and awarding the tenure-track position (stated by the principal). 
Administrative HRM Strategic-developmental HRM 
CASE A CASE B CASE C CASE D 
Bad references of 
other schools 
Knowledge of the 
general vision of the 
educational network 
Knowledge of new 
educational concepts 
Personal interests 
Flexibility 
Engagement (love to 
work in a school) 
Class management  
skills  
Standard pedagogical 
and didactical 
knowledge 
Enthusiasm 
Creativity 
Standard pedagogical 
and didactical 
knowledge 
Class management  
skills  
 
Team spirit  
Open towards growth 
and feedback   
Fit with school vision  
Flexibility 
Commitment to the 
school 
 
Team spirit  
Communication skills
 
Openness towards 
professional 
development  
Self-reflection  
Openness towards 
collaboration  
Critical thinking about 
own practice  
Fit with school vision  
Fit with the classroom 
Fit with the 
appearance of the 
school 
Authenticity 
Personal interests 
Note: discipline,   collaboration,   innovation. 
First, it stroke us that the values ‘innovation’ and ‘collaboration’ seem to be reflected in the 
staffing criteria principals use in the strategic-developmental HRM cases, while this was less 
apparent in the administrative HRM cases. The criteria that were used by the principals in the 
administrative HRM cases refer mainly to professional characteristics related to pedagogical-
didactical skills or content knowledge (e.g. didactical knowledge; class management skills, 
knowledge of educational concepts) and to (relative superficial) personal characteristics 
(e.g. enthusiasm; flexibility; creativity) (see Table 4). Related to the professional 
characteristics, it stroke us that in both administrative cases the principals explicitly indicated 
it is important that teachers follow the disciplinary rules and are able to keep control of their 
students which reflects the rather top-down and narrow interpretation of discipline. In this 
regard, the importance of teachers’ class management skills was stressed as the principal in 
CASE B stated: 
At the time of awarding the tenure-track position, next to enthusiasm, creativity and didactical 
knowledge [which the principal takes into account at the time of hiring], I take into account 
the way teachers can manage their class. Is there a kind of discipline? I’ll never retain someone 
when everyday parents are here to complain. Discipline is important. It needs to be orderly. We 
are not super strict but we have some basic agreements around discipline that I want teachers 
can follow.  
The use of these relative superficial staffing criteria was also confirmed by the teacher 
interviews. Most teachers stressed in this regard the easiness of the job interview questions 
and the speed in which the hiring procedure was completed. Moreover, in these 
administrative HRM cases, teachers reconfirmed the use of mainly professional 
characteristics at the time of awarding the tenure-track position to new teachers. One 
teacher in CASE A said in this regard: “I think she takes into account the way you handle kids, 
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the way you manage your class. That is the most important.”. In the strategic-developmental 
cases, in contrast, the criteria that were referred to by the principal were related to different 
personal characteristics (e.g. flexibility, engagement, personal interests). More specifically, 
it stroke us that some of these characteristics were related to the importance that is placed 
on ‘collaboration’ (e.g. team spirit, communication skills) and ‘innovation’ (e.g. openness 
towards professional development, self-reflection) within the school (see Table 4). The use 
of these staffing criteria was also confirmed by the teacher interviews, as one teacher in CASE 
D explains: 
According to me, at the time of hiring, she looked at the following things: ‘How is this 
person?’; Will this person be able to collaborate? Is she willing to develop? How does this 
person fits into the school? How does the person fits into the team? Has this person a vision 
on learning which fits our vision?” 
Second, as also illustrated by the quote above, we noticed that the hiring and tenure-track 
criteria referred explicit to teachers’ fit with the school’s vision and/or the specific position 
he/she needs to fill. Different teachers in the strategic-developmental HRM cases stated that 
during the job interview, for example, vision-related questions were asked such as: “How do 
you think about education?”, “What do you want to achieve with children and how?”, “Are you 
familiar with our school vision?”. Moreover, based on available vision documents and on what 
the principal told us during the interviews, we noticed a clear school vision in the strategic-
developmental HRM cases. The school vision included an explicit reference to equal 
opportunities as in CASE C (e.g. “Care is a basic pillar in our school vision. Care for pupils which 
are threatened to fall behind or pupils which are more evolved. We try to give every child what 
he or she deserves.” or focused on what students should learn and how they should do that 
as in CASE D (e.g. “Our task is to teach children to work together  [...] More specifically, we 
teach this through a rhythmic alternation of dialogue, play, work and celebration”). This is in 
contrast to the rather vague school visions in the administrative HRM cases which focused 
only on children’s general wellbeing (e. g. “All children should feel welcome.”; “This school 
wants to be a warm place.”). 
Communicating vision and values through regular support and appraisal 
of new teachers 
 In contrast to the administrative HRM cases, the interviews and document analysis 
suggested that principals in the strategic-developmental HRM cases create more 
opportunities -compared to the administrative HRM cases- to communicate the school’s 
cultural values and vision through the support and appraisal of new teachers. 
First, while principals in the administrative HRM cases deliver each new teacher a school 
brochure including mainly practical rules and agreements (e.g. opening hours of the school 
library, guidelines regarding ordering of material, daily schedule), in the strategic-
developmental HRM cases the school brochure includes -besides practical rules and 
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agreements on the school level- also a detailed description of the school’s vision and aligned 
tips and tricks to organise the classroom. Moreover, the school brochures include 
suggestions to integrate and communicate within the team or to work on professional 
development. In CASE D, for example, each new teacher receives a binder including two 
parts. While the first part is devoted to the school organisation (i.e. school vision and aligned 
agreements and rules), the second part includes the organisation of the specific grade or 
classroom the new teacher needs to work in (i.e. classroom rules and agreements, activities, 
…). The new teacher can adjust the second part during his or her career. This can be 
especially usable for temporally appointed teachers.  
Second, it stroke us that principals in the administrative HRM cases carry out only sporadic 
informal walk-throughs with a focus on observing teachers’ class management. Next to that, 
the principal observes the new teacher’s classroom practice only once before teachers have 
the right to be awarded the tenure-track position (i.e. during the first 3 years). This formal 
classroom observation is followed by a performance appraisal conversation which is mainly 
focused on teachers’ classroom practice (e.g. pedagogical-didactical skills, class 
management). This was clear based on the interviews with teachers and the analysis of 
documents related to classroom observation. A report on classroom observation (in CASE A) 
and a filled in checklist for classroom observation (in CASE B)) showed for example that 
principals’ feedback is relatively superficial. Actually, new teachers get limited feedback or 
suggestions to improve their practice (as was also reported in the inspection report in CASE 
B (see Table 2)). Only when new teachers ask explicitly for help, they seem be supported, as 
illustrated by the following quote: 
Last year was a tough year for me and actually I needed more support. It was a combined 
class, fifth and sixth grade together, so it was difficult. Especially for a beginning teacher. It 
was not easy but I asked the principal explicitly for support. (Teacher 1 – CASE A) 
In the strategic-developmental HRM cases, on the other hand, the principal (and the school 
mentor in CASE D) carry out a lot of informal walk-throughs and ask new teachers frequently 
how they feel, if they need support, how collaboration with colleagues goes, etc. Moreover, 
in both cases principals seem to invest a lot of time in performance appraisal conversations 
in which they discuss different aspects related to ‘collaboration’ and ‘innovation’ besides 
new teachers’ functioning in the classroom. In CASE C, the interviews and inspection report 
(see Table 2) shows that the principal holds two to three conversations each year (in the 
period before teachers have the right to be awarded the tenure-track position) in which 
various aspects of the teaching job are discussed besides what he observed during the 
classroom visit. In this regard, Teacher 2 in CASE C said:  
He discussed my classroom organisation and teaching approach and noticed some points for 
improvement. But, he asked also to tell how I feel within the school, how the collaboration 
goes with other teachers and how satisfied I am with the job. It was a two-way conversation, 
which I liked. 
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In CASE D the principal holds each year minimum one performance appraisal conversation in 
which she discusses general (not content specific) themes such as teachers’ well-being, 
teachers’ fit with the school vision, collaboration with colleagues, professional development, 
etc. In case D, formal classroom observations are carried out by the school board mentor 
who supports new teachers both demand and supply-driven. Moreover, in CASE D, there is a 
school mentor who supports new teachers through the discussion of new teachers’ practice, 
classroom visits, exchange of teaching material, support in the classroom, etc. 
Stimulating and facilitating new teachers’ professional development 
Our results suggest that principals in the strategic-developmental HRM cases stimulate and 
facilitate new teachers’ professional development in line with how ‘innovation’ and 
‘collaboration’ is valued in these cases. As innovation is seen as a continuous process in the 
strategic-developmental HRM cases, principals set (already at the start) high expectations 
for new teachers’ professional development and expect from them to take responsibility of 
their own growth. Related to this, the principal in CASE D said for example: 
At the start I warn my teachers that they will need to work hard and it isn’t an easy job. I 
stimulate teachers to develop themselves. I’ll not present a ready-to-use manual and say: 
‘just do what the book prescribes’. They need to gain satisfaction form what they do. If I ask 
them: ‘Why do you teach this?’ the most horrible answer is: ‘Because the school book 
prescribes it’. 
This is in contrast with the relative low demands or expectations that principals in the 
administrative HRM cases seem to have about new teachers’ professional development. 
Actually, it seems that principals only expect the minimum external demands (i.e. attaining 
the governmental learning targets) and do not actively stimulate new teachers to reflect on 
their own practice. Actually, professional development is seen as something which new 
teachers should not worry about already which is illustrated by the following quote of the 
principal in CASE A:  
To new teachers I always say: ‘Try to hold on to your teacher manual as much as possible in 
order to be sure that you accomplish the necessary goals at the end of the school year’. You 
don’t need to experiment a lot in those first years. 
Moreover, we noticed that principals in the strategic-developmental HRM cases stimulate 
new teachers to take part in professional development initiatives adjusted to the internal 
needs of new teachers. Based on the strengths and weaknesses identified during the 
performance appraisal conversations, specific professional development initiatives are 
discussed and advised. While in CASE C these initiatives include mainly short term initiatives 
inside or outside the school (e.g. following a one-day seminar, conference for new teachers), 
in CASE D teachers are also strongly encouraged to follow also long term initiatives. In the 
administrative HRM cases, in contrast, the interviews and documents (i.e. the professional 
development plan and the inspection report (in CASE B)) show us that principals give a lot of 
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autonomy to teachers to take part in professional development initiatives. Each year all 
teachers receive an overview of possible professional development initiatives which are 
linked to school-wide priorities (e.g. new curricula, new evaluation method) rather than to 
new teachers’ internal needs. While new teachers are completely free to decide which 
initiative they take part in, the interviews showed most new teachers referred only to one 
day school-wide seminars organised yearly on-site. One teacher (CASE B) stated in this 
regard: “Each year we receive an overview but as a new teacher I think it is difficult to know 
what to follow, what is really interesting for me and difficult to ask how many budget I can spent 
on professional development.”. 
Finally, in line with how ‘collaboration’ is valued in the strategic-developmental HRM cases,  
new teachers’ professional development seems to be facilitated by the principal through 
informal learning with colleagues. In CASE C new teachers are stimulated by the principal to 
observe the teaching practice of colleagues. Yet, in CASE D informal learning was the most 
explicit. In this case new teachers are stimulate by the principal and school mentor to observe 
colleagues’ classroom practice in their own school and in other schools, self-reflect on their 
own practices through the use of a teacher portfolio and to share knowledge, practices and 
material through weekly scheduled grade-meetings. During these weekly grade-meetings 
(which are also attended by the principal, the care coordinator or the school mentor) specific 
attention is paid to provide instructional feedback to new teachers, as one teacher said: 
As a new teacher in this school you get close support of your colleagues. During the weekly 
grade meetings new teachers are central. Besides the general topics, we focus on the new 
teacher. We ask: Do you know that? Can we help you with that? And when there goes 
something wrong or something is forgotten we will do everything to help the teacher to 
rectify the situation. This is really obvious here.  
In the administrative HRM cases, in contrast, the results show little opportunities for new 
teachers are created to support their professional development through informal learning 
with colleagues. Actually, informal learning is limited to the practical advice new teachers get 
from their colleagues on their own demand.  
Discussion 
This qualitative study explored differences in school culture in two previously defined types 
of HRM (i.e. administrative and strategic-developmental HRM type) and investigated more 
in depth how school leaders align HRM and school culture in both HRM types. The results of 
this study showed there are important differences in several cultural values, on the one hand, 
and the way principals align HRM with the school culture. While no substantial differences 
were found between the administrative and strategic-developmental HRM cases regarding 
the cultural value ‘academic emphasis’, differences were noted in the way the cultural values 
‘discipline’, ‘collaboration’ and ‘innovation’ were perceived in the school. In short, the results 
pointed to the fact that strategic-developmental HRM cases are characterised by: a 
disciplinary culture with a focus on a broad interpretation of discipline and a bottom-up 
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approach; a collaborative culture with an emphasis on discussing teaching practices 
together, sharing teaching practices, teaching together and working on teaching material 
(besides practical collaboration); and an innovative culture in which innovation is seen as a 
continuous process needed mainly because of internal needs. Although these results confirm 
previous studies that point to differences between schools in values related to discipline (e.g. 
Johnson et al., 1994), collaboration (e.g. Vanblaere & Devos, 2016; Barth, 1990) and 
innovation (e.g. Geijsel et al., 1999; Van den Berg & Sleegers, 1996), to our knowledge this 
study is one of the first to pinpoint differences in cultural values between administrative and 
strategic-developmental HRM schools.  
Moreover, this study adds to the literature by concluding that school leaders implementing 
strategic-developmental HRM seem to act as the ‘glue’ between the HRM they install and 
the school’s culture. More specifically, the emphasis placed on ‘collaboration’ and 
‘innovation’ is reflected in principals’ practice through: 1) the use of strategic staffing criteria, 
2) the communication of cultural values and vision through regular support and appraisal of 
new teachers and 3) the stimulation of new teachers’ professional development by a focus 
on continuous professional development adjusted to teachers’ own needs and informal 
learning by colleagues. In what follows, these three different practices will be discussed more 
in detail. 
Use of strategic staffing criteria 
First, this study pointed to the importance of using strategic staffing criteria. We noticed that 
staffing criteria used by principals in the strategic-developmental HRM cases focused mainly 
on personal characteristics rather than solely on professional characteristics (e.g. class 
management skills) as in the administrative HRM type cases. More specifically, in the 
strategic-developmental HRM cases these personal characteristics were often related to the 
emphasis placed on ‘collaboration’ and ‘innovation’ (e.g. ‘team spirit’ or ‘openness towards 
professional development’). The use of such informal or less tangible criteria has been 
previously recommended by some researchers (e.g. Liu & Johnson, 2006; Runhaar, 2017) in 
order to make sure teachers might be able to perform roles in secondary processes (besides 
core tasks they need to fulfill in the primary process (e.g. preparing lessons)) and to function 
effectively within a teacher team. Moreover, we found that in the strategic-developmental 
HRM cases principals seem to focus on new teachers’ fit with the school’s vision. This is in 
line with Harris and colleagues’ (2010) recommendation to create an ‘organisational match’ 
(i.e. making sure that teachers have similar work practices and beliefs) (Harris et al., 2010) 
and the importance that has been placed recently on teachers’ fit within the organisation (or 
Person-Organisation Fit) (e.g. Youngs et al., 2015). In this regard, this study reconfirms the 
importance of a clear school vision in order to make SHRM possible (Robinson et al., 2008; 
Hallinger, 2011). More specifically, in the strategic-developmental HRM cases the school 
vision included what Lashway (1997) stated a good school vision should include: what and 
how students will learn (as illustrated in CASE D) or a reference to social justice (as in CASE 
C). These differences might relate to the different conceptualisation of vision in the 
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instructional and transformational leadership literature. While the instructional leadership 
literature asserted that goal-related constructs (e.g. vision, mission, goals) must contain an 
academic focus or focus on learning (e.g. Robinson et al., 2008), the application of 
transformational leadership to education (e.g. Leithwood, 1994), left open the “value” 
question as to the focus of the vision and goals. Although research comparing these two 
different treatments of goals in research on leadership for learning favours the instructional 
leadership approach, this study points to the fact that both the instructional and 
transformational conceptualisation of vision might be appropriate to install SHRM. Both a 
vision on learning and a vision on social justice can be inspiring for criteria used in the hiring 
of new teachers. Where a clear vision is absent, selection criteria are limited to individual 
demands about classroom management skills, pedagogical knowledge and personal 
interests.  
Communication of cultural values and vision through regular support 
and appraisal of new teachers  
Second, this study stresses the importance of providing enough opportunities to 
communicate cultural values and vision. More specifically, we found that strategic-
developmental HRM principals communicate the importance of ‘collaboration’, ‘innovation’ 
and school vision through: the delivery of information-rich material for new teachers (e.g. 
detailed school brochure) and the investment in regular informal and formal performance 
appraisal which was aimed at both motivating teachers and providing teachers with 
instructional feedback. While the importance of both motivating teachers and providing 
them with instructional feedback has been stressed in previous research (Runhaar, 2017; 
Hallinger, 2003), this study also points to the fact it is important to communicate vision and 
values throughout performance appraisal.  
Stimulating new teachers’ continuous professional development by 
focusing on own needs and informal learning 
Third, in line with previous research (Leithwood et al., 2006), this study indicates it is 
important that principals stimulate new teachers’ professional development by setting high 
expectations for teachers’ professional development from the start. The importance of 
setting high expectations has been emphasised in instructional leadership research 
(Hallinger, 2003). Moreover, in line with previous research (OECD, 2009; Runhaar et al., 2014), 
this study stresses the need to invest in new teachers’ professional development by offering 
new teachers enough opportunities to take part in course of training depending on their 
individual learning needs (next to school-wide training and development). Yet, rather than 
giving teachers complete autonomy to choose their own training or course, we believe is it 
necessary to guide teachers’ choice on professional development activities (e.g. based on 
strengths and weaknesses identified during the performance appraisal). This result relates 
to the importance of individualised support and consideration (Leithwood et al., 2006) which 
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is seen as an important transformational leadership practice. Finally, this study reconfirms 
the importance of facilitating new teachers’ professional development through creating 
enough opportunities for informal learning (Runhaar, 2017) which has been linked to a 
transformational leadership style. 
Conclusion 
In line with others (Day et al., 2016; Hallinger, 2011; Marks & Printy, 2003), this study 
reconfirms the importance of both instructional and transformational strategies or an 
integrated model of leadership. In our study, the image of the school leader who makes 
strategic staffing decisions and sets high expectations for new teachers but at the same time 
invests enough time in motivating and supporting new teachers individually and creating an 
supportive culture is reconfirmed. In this regard, it seems that three successful leadership 
practices identified by Leithwood and colleagues’ (2006) also apply in the context of SHRM: 
‘building vision and setting directions’, ‘understanding and developing people’ and 
‘redesigning the organisation’. 
Limitations and suggestions for further research 
Several limitations of our study should be acknowledged. First, our sample was limited. We 
offer an insight in the context of only four primary schools that were selected as prototypical 
cases. In this regard, we should be careful about our findings and we do not claim 
generalizability of our findings. As such, further research may need to consider a larger 
number of team members and schools, spread over different educational levels and maybe 
also other HRM types (i.e. developmental HRM and strategic HRM types). Second, although 
we relied in this study on different data sources (i.e. interviews and documents),  we believe 
future research in the field of HRM in education could use observations to actually observe 
how HRM is implemented, how teachers react and how organisational values are reflected 
in real behaviour. Furthermore, we believe that longitudinal designs would enable scholars 
to study changes over time in the way school leaders implement SHRM and affect the 
school’s culture. Moreover, it would also facilitate the estimation of the causal impact of 
school culture on SHRM (and leadership). What would happen if the principal from CASE A 
becomes principal in CASE D (or vice versa)? Would the principal change the existing culture 
through the implementation of administrative HRM (or strategic-developmental HRM)? Or 
would the existing culture influence principal’s configuration of HR practices? Answering the 
latter question would enable us to gain a better understanding on how school culture could 
work as a resource for school leaders in developing SHRM. In a highly collaborative and 
innovative school culture it might be probably easier to define clear staffing criteria, to 
communicate on school values and to stimulate teachers’ professional development. While 
the identification of certain school leadership practices contributed to a better 
understanding of principals’ role in the alignment of HRM and school culture, there is still 
much to learn about how SHRM, school culture and leadership work together. Finally, we 
believe other important aspects of culture (besides ‘content’) should be investigated further 
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in relation to HRM in education (Maslowski, 2006). Several scholars (Dumay, 2009; Chan, 
1998) have recognised the importance of homogeneity of culture (i.e. extent to which basic 
assumptions, norms, values, and cultural artifacts are shared by organisational members) for 
example. Studying the latter would be especially interesting as recent research shows HRM 
relates to the extent to which teachers’ own values fit the organisational values (i.e. Person-
Organisation Fit) which in turn is linked to positive outcomes for teachers (Ellis, Skidmore & 
Combs, 2017).  
Implications 
Despite these limitations and research challenges for the future, we can deduct several 
practical implications. First, as we found school cultures differ according to the way HR 
practices are configured in schools, we believe that different people concerned with 
education should be aware of the fact that HRM and culture are not separable. School 
inspection, for example, should take these complementary aspects into account when 
stimulating school improvement. Specifically, this study shows that a school culture in which 
collaboration and innovation is highly valued is associated with the implementation of SHRM. 
This implies that installing SHRM might require -at the same time- also substantial changes in 
school culture. In this regard, installing SHRM is not as easily reached as it might seem or is 
often proposed. While training would be helpful to communicate the importance of the 
principal’s role and to portray HRM as a system of strategic and interconnected practices 
(Smylie & Wenzel, 2006), we believe that the effective implementation of SHRM also involves 
the assistance of principals in creating a fertile ground for SHRM. In line with (Geijsel, Krüger 
& Sleegers, 2010), we argue that knowing which leadership practices are important (here: in 
the context of SHRM) does not imply that the school leader (or the whole school team) are 
capable of implementing these practices. In line with Hallinger (2011), we suggest that 
principals must begin to take the time to understand the values that already predominate in 
the school culture and the extent to which they are creating a fertile ground for the 
implementation SHRM, instead of telling them they should “dictate” ‘collaborative’ and 
‘innovative’ values dramatically. In this regard, we believe in line with Day and colleagues 
(2016) that school leaders should be sensitive to the existing culture when implementing 
SHRM. While this does not mean that they should use qualitatively different HR practices, 
the way in which they apply these HR practices should demonstrate responsiveness to, 
rather than dictation by, the contexts in which they work. Nevertheless, we also believe 
principals can subtly introduce changes into the value mix through shared vision building. 
Team meetings especially focused on the vision of the school, as they are carried out in CASE 
D, might be a good practice in this regard. Moreover, as we believe there exists a reciprocal 
relationship between HRM and culture, we believe principals act also as “gatekeepers” by 
managing school culture through their HRM. Through the use of strategic staffing criteria 
they might be able to create a collaborative and innovative culture on long term basis. 
Moreover, collaborative and innovative values could be communicated through the regular 
support and appraisal of new teachers, on the one hand, and the stimulation of professional 
development, on the other hand. Yet, as previous research points to the fact that many 
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school leaders do not succeed in installing SHRM (Vekeman et al., 2016; DeArmond, 2013; 
Smylie et al., 2004; Runhaar, 2017) and the relationship between principal practices and their 
school cultures is often extremely weak (Lawton & Leithwood, 1988), we believe principals 
should be supported in this highly challenging task. We argue this might be done through the 
provision of individual feedback and the facilitation of consulting fellow principals with 
whom they can share expertise in SHRM. Finally, we strongly believe in the power of 
distributed leadership in this context. As illustrated by CASE D in this study and by some 
recent studies on single HR practices (e.g. Cannata et al., 2017), collaborative cultures seem 
to be often associated with distributed leadership in HRM. In line with Hallinger (2011) we 
might conclude that the principal is important but that s/he can be only effective through the 
cooperation of others. Taken together, the above suggestions stress important challenges 
schools faced with but offer at the same time insight in school culture characteristics through 
which strategic HRM flourishes or fails and school leadership practices necessary in the 
context of SHRM.   
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Chapter 5 
The relationship between principals’ configuration of a 
bundle of HR practices for new teachers and teachers’ 
person-organisation fit 
 
Abstract 
Based on studies in the private sector showing the positive effects of strategic human 
resources management (SHRM) on performance, many stress the value of adopting SHRM 
in the public sector. However, until now, the argument for applying SHRM in the public sector 
remains largely theoretical. Especially in educational contexts, it is unclear through which 
mechanisms SHRM affects performance. Therefore, this paper zooms in on the relationship 
between the configuration of a bundle of human resources (HR) practices and person-
organisation (P-O) fit (see Figure 1). A mixed methods design was used to collect both 
qualitative and quantitative data from principals and teachers in 56 Flemish primary schools. 
The qualitative data, which provides insight into principals’ configuration of HR practices, 
were converted into numerical scores and analysed, together with the quantitative teacher 
data, using multilevel analysis. The results show that both principals' strategic and HR 
orientation are associated with teachers’ P-O fit. This study contributes to the research field 
of SHRM in education by studying a bundle of HR practices and how this relates to the fit of 
teachers’ own values with the school culture. The practical implications for schools are 
discussed. 
Introduction  
Drawing on the literature about organisations and management, policy makers stress the 
value of strategic human resource management (SHRM) in the public sector. Especially in 
education, SHRM is internationally gaining attention (e.g. Leisink & Boselie, 2014; Smylie, 
Miretzky, & Konkol, 2004). Today, schools are required to implement SHRM in the context of 
teacher shortages, teacher attrition (OECD, 2005; 2011) and increased accountability due to 
the New Public Management movement. This is expected to result in optimal teacher and 
school performance (DeArmond, Shaw, & Wright, 2009). Moreover, SHRM is promising in 
the educational context, considering several critiques state that current HRM in education is 
anything but systemic or strategic (e.g. Darling-Hammond & Sykes, 2003). Nevertheless, as 
research on SHRM in the public sector has largely been ignored (Knies, Boselie, Gould-
Williams, & Vandenabeele, 2014), the rationale for applying SHRM in education remains, by 
and large, theoretical and intuitive (Smylie et al., 2004). Two research gaps can be identified. 
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First, while different studies pinpoint single, isolated HR practices (e.g. hiring, evaluation and 
induction), few investigate the configuration of a bundle of HR practices (Smylie & Wenzel, 
2006). Yet, such a bundle of HR practices is unique for each type of organisation and critical 
to study in order to identify which factors slow down the adoption of SHRM in education 
(Symlie et al., 2004).  
Second, there is a need for research about the mechanisms through which SHRM affects 
performance. Based on the available research about SHRM in the private/public sector, it is 
expected that SHRM will increase performance (e.g. Boxall & Macky, 2009; Gould-Williams, 
2003). One mechanism through which this might occur is person-organisation (P-O) fit (Boon, 
Den Hartog, Boselie, & Paauwe, 2011), which describes the compatibility between employees’ 
characteristics and their organisation (Kristof, 1996). While this mechanism still needs to be 
tested in the SHRM field (Boon et al., 2011; Mostafa & Gould-Williams, 2014), it has been 
extensively studied in organisational behaviour. Research shows how P-O fit is related to 
positive individual and organisational outcomes such as performance, organisational 
citizenship behaviours and commitment, job satisfaction, and turnover intention (e.g. 
Hoffman & Woehr, 2006; Kristof, 1996; Kristof-Brown, Zimmerman, & Johnson, 2005; 
Verquer, Beehr, & Wagner, 2003). These positive effects explain why P-O fit has recently 
gained attention in education (Youngs, Pogodzinski, Grogan, & Perrone, 2015). Yet, until now, 
the available educational research on P-O fit focuses mainly on the positive effects of P-O fit 
(e.g. Pogodzinski, Youngs, & Frank, 2013) and seldom on the antecedents.  
The present study will aim to investigate how the configuration of a bundle of HR practices 
relates to teachers’ P-O fit. More specifically, we will focus on a ‘mini-bundle’ of HR practices 
for new teachers given their support needs (TALIS, 2008) and the need for consistent HR 
practices (e.g. Kwan, 2009). Three practices stand out: hiring (i.e. recruitment and selection), 
induction and awarding the tenure-track position. Following the abilities, motivation and 
opportunities (AMO) theory (Appelbaum, Bailey, Berg, & Kalleberg, 2001), we believe these 
practices act as adequate indicators of SHRM since these practices contribute to the 
teachers’ abilities (i.e. recruitment and selection based on abilities determined during the 
hiring process) and motivation (i.e. feedback and appraisals during the induction and tenure 
processes). Furthermore, we will focus on the principal’s role in configuring HR practices for 
new teachers, given their responsibility and autonomy in this area (Milanowski & Kimball, 
2010). Though some suggest managerial autonomy is constrained within the public sector 
(Rainey, 2003), we will follow Leisink and Boselie (2014) who express that principals can 
actively engage in SHRM. 
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Theoretical background  
SHRM 
Most researchers share Boselie’s (2014, p.5) definition of SHRM, which is “management 
decisions in different organisational contexts related to policies and practices that shape the 
employment relationship and are explicitly aimed at achieving individual employee, 
organisational and/or societal goals”. Boselie (2016) further describes the SHRM dimensions. 
First, the ‘strategic’ dimension refers to strategy, strategic decision-making and notions of 
the alignment of decision-making within the internal and external context (Wright & 
McMahan, 1992). HR practices should fit the organisational goals (i.e. a vertical fit) and HR 
practices need to be aligned to one another (i.e. a horizontal fit) (e.g. Gratton, Hope-Hailey, 
Stiles, & Truss, 1999; Kepes & Delery, 2007). Second, the ‘human’ SHRM dimension refers to 
employees and employment relationships (Paauwe, 2004). Third, ‘resource’ represents the 
value of the workers with respect to achieving goals and gaining organisational success in 
line with the resource-based view (RBV) (Barney, 1991). The RBV paradigm states that 
organisations achieve value through HR practices that are aligned with employees’ 
characteristics (Wright, Dunford, & Snell, 2001). Finally, the ‘management’ component refers 
to decision-making to attain adequate employee attitudes and behaviour in view of 
organisational goal achievement.  
Configuration of a bundle of HR practices for new teachers  
To provide insight into the configuration of HR practices for new teachers, we consider the 
‘strategic orientation’ (e.g. Wright & McMahan, 1992) and ‘human resource orientation’ (e.g. 
Barney, 1991). Both orientations are assumed to be influential for the configuration of a 
bundle of HR practices (Arthur & Boyles, 2007) and have already been used to develop a 
typology of HRM in non-profit organisations (Ridder, McCandless, & Piening, 2012).  
The strategic goals of an organisation define the ‘strategic orientation’. According to the 
SHRM literature, organisational goals help to align HR practices. This requires HR practices 
to be adjusted to the internal (e.g. school size, structure) and external context (e.g. the 
labour market, institutional context) (Paauwe, 2004). According to Paauwe (2004), a balance 
between the external context and HRM is especially needed, but this can be challenging. 
Compared to most public sector organisations, school goals largely depend on differences in 
values and missions (Bamburg & Andrews, 1991), instead of being dependent on maximising 
shareholder value as in for-profit organisations. Therefore, public sector organisations reflect 
differences in ‘performance’ (Vandenabeele, Leisink, & Knies, 2013). This might be linked to 
multiple stakeholders having heterogeneous interests and conflicting needs and views about 
organisational values. As a result, compared to for-profit organisations, it might be difficult 
to achieve a vertical fit in schools (Leisink & Boselie, 2014). Furthermore, both vertical and 
horizontal alignment can be complicated by the external (labour market) context; e.g. 
teacher shortage, high teacher turnover. In addition, the alignment can be hampered by 
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external (institutional) demands and rules, such as seniority rules, the network setting of a 
school, etc. Therefore, we believe the configuration of a bundle of HR practices for new 
teachers will vary according to the principal’s strategic orientation. A strategically orientated 
principal will succeed in aligning school goals with HRM (i.e. vertical fit) and in aligning HR 
practices with each other (i.e. horizontal fit), while considering the external context. These 
principals are proactive towards external challenges/demands. 
The second dimension, ‘HR orientation’, is based on the RBV assumption that organisation-
specific investments are necessary to create value for the organisation (Barney, 1991; Wright 
et al., 2001). This is not only true for for-profit organisations but also for non-profit 
organisations and (semi-)public organisations (e.g. Gould-Williams, 2003). In contrast with 
for-profit organisations, a school’s HR is decoupled from market-related logic and adopts a 
different view on HR investments. Research about new teachers identifies a need for support 
and professional development (Johnson et al., 2001; TALIS, 2008). The latter can be linked to 
teacher attraction and retention (e.g. Johnson et al., 2001), resulting in better classroom 
performance (e.g. Desimone, Porter, Garet, Yoon, & Birman, 2002) and teachers’ job 
satisfaction (e.g. Shen, Leslie, Spybrook, & Ma, 2012). In other words, a balanced HRM 
investment in new teachers (Boselie, 2014), which can create value for both schools and 
teachers, emphasises the support and professional development of new teachers. In this 
regard, this study suggests that HR orientated principals configure a bundle HR practices 
aiming at enhancing these attributes. 
 
Figure 2. HRM typology. 
In line with Ridder et al. (2012), we assume that strategic and HR orientations range from high 
to low. This defines four quadrants representing bundles of HR practices for new teachers. 
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These quadrants were identified in a previous study (Vekeman, Devos, & Valcke, 2016) and 
depicted in Figure 2 and summarised in Table 1. 
Table 1. Differences between the configuration of a bundle of HR practices for new teachers. 
 Administrative 
HRM 
 
Developmental 
HRM 
Strategic HRM 
 
Strategic-
developmental HRM 
Strategic 
orientation 
Low Low High High 
School goal 
alignment 
Weak vertical or 
horizontal fit 
Weak vertical or 
horizontal fit 
Strong vertical 
and horizontal 
fit 
Strong vertical and 
horizontal fit 
 
Coping with 
external 
challenges 
Reactive approach Reactive approach Proactive 
approach 
Proactive approach 
 
 
HR 
orientation 
Low High Low High 
Beliefs about 
human 
resources 
New teachers as 
resources that 
need to be 
deployed 
New teachers as 
resources that 
need to be 
developed 
New teachers 
as resources 
that need to 
be selected 
New teachers as 
resources that need 
to be selected and 
developed 
Administrative HRM 
An administrative principal is characterised by a weak vertical or horizontal fit. This means 
hiring, induction and awarding the tenure-track position remain isolated from the school 
goals or do not pursue complementary school goals. Such administrative principals are aware 
of the external challenges (e.g. a limited supply of skilled teacher candidates), but are not 
proactive (e.g. they hire applicants without clear criteria or prior screening). Their practices 
are guided by administrative rules, standard procedures are followed, basic induction 
practices are installed and the tenure-track decision is made pro forma. Therefore, no 
concrete investments are made in new teachers. These are seen as resources to be deployed 
rather than resources to be developed.  
Developmental HRM 
A developmental principal is characterised by a weak vertical or horizontal fit, and a reactive 
approach towards external challenges. HR practices are guided by the needs of new teachers 
rather than by administrative rules. Teachers are seen as resources that need to be 
developed. Principals believe it is important to talk with new teachers, to listen to their needs 
and to give them time and chances to counter their weaknesses. Yet, principals do not 
support this developmental process strategically since they do not link this development to 
specific school goals.  
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Strategic HRM 
A strategic principal installs HR practices that are vertically and horizontally aligned with the 
school goals, and is proactive to meet external challenges. These principals respond, for 
example, to a lack of skilled teachers, they anticipate the short period before the tenure-track 
decision, etc. They install induction practices to supervise new teachers and check, as soon 
as possible, whether these fit the school goals. These principals see new teachers as 
resources that need to be selected rather than resources that need to be developed.  
Strategic-developmental HRM 
Finally, a strategic-developmental principal adopts a balanced focus on school goals and new 
teachers’ needs. His/her HR practices are vertically and horizontally aligned with the school 
goals, and external challenges are approached proactively. Yet, in contrast with strategic 
principals, teachers are not viewed as good or bad; they adopt a more differentiated 
perspective of teachers’ strengths and weaknesses. They invest in new teachers by 
supporting teachers’ professional development through collaboration and teamwork. New 
teachers are seen as resources that need to be both selected and developed. 
Person-Organisation (P-O) fit 
P-O fit, as part of the broader person-environment (P-E) fit, is one of the most widely studied 
topics in organisational behaviour and HRM (for reviews, see Hoffman & Woehr, 2006; 
Kristof-Brown et al., 2005; Verquer et al., 2003). Most researchers define P-O fit as “the 
compatibility between people and organisations that occurs when: (a) at least one entity 
provides what the other needs or (b) they share similar fundamental characteristics or (c) 
both” (Kristof, 1996, p. 4–5). Despite this general consensus, there is still much confusion on 
what P-O fit exactly is.  
On the one hand, P-O fit has been defined in different ways, including value congruence, goal 
congruence, needs-supplies fit, and demands-abilities fit (Kristof, 1996). We focus on value 
congruence, which points at the similarity between organisational values and those of the 
organisation’s employees (Kristof, 1996). On the other hand, confusion is caused by the 
various methods used to measure P-O fit, directly or indirectly through the comparison of 
ratings of P and O variables (Kristof-Brown et al., 2005). In this context, Kristof-Brown et al. 
(2005) distinguish between (a) perceived fit, when an individual makes a direct assessment 
of the compatibility between P and O; (b) subjective fit, when fit is assessed indirectly 
through the same person reporting the comparison of P and O; and (c) objective fit, when fit 
is calculated indirectly through different sources reporting the comparison of P and O. The 
(a) and (b) approaches are referred to as ‘same-source fit indexes’ as opposed to ‘different-
source fit indexes’, which build on input to provide information about the O-component from 
referents other than the focal person (van Vianen, De Pater, & Van Dijk, 2007). The different-
source fit index has often been conceptualised as an ‘actual’ or ‘objective’ P-O fit, though this 
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does not guarantee the O-component has been established in an objective way. Most of the 
time, the O-component is also established through perceptions.  
Based on different P-O fit studies, the same-source fit and different-source fit measures have 
been compared. Meta-analyses (e.g. Kristof-Brown et al., 2005) show that different-source 
fit measures typically reflect lower correlations with both attitudinal and behavioural 
outcomes. However, more recent meta-analyses yield different results and suggest the 
objective measures of P-O fit are strongly related to behavioural outcomes (Hoffman & 
Woehr, 2006; van Vianen et al., 2007). These diverse results contribute to the debate about 
which type of fit is more meaningful (Kristof-Brown & Billsberry, 2013). In line with the latter 
authors, we don’t join this debate and prefer to treat both fit indexes as separate concepts. 
In this study, we opt for a different-source fit index as we will investigate how principals’ 
configuration of a bundle of HR practices is related to the ‘actual’ congruence between 
teachers’ preferred school values and the school’s culture (instead of teachers’ own sense of 
fit). Moreover, we consider this index to be less prone to measurement problems, such as 
common method variance (e.g. single-source concerns) and reliability issues, in contrast to 
the same-source fit index (Ostroff & Judge, 2007; van Vianen et al., 2007). 
The link between the configuration of a bundle of HR practices and 
teacher’s P-O fit 
Within the P-O fit literature, the attraction–selection–attrition (ASA) framework (Schneider, 
1987) explains how HR practices affect P-O fit and states how organisations attract, select 
and retain people whose characteristics fit the organisation (Schneider, 1987). People are 
attracted to organisations based on their pre-entry beliefs about organisational values and 
goals. Also, organisations choose people who fit their values and goals. The theory stresses 
that non-fitting individuals will leave. This might partly reflect judgment errors from both 
staff and/or the selecting organisation (Schneider, Goldstein, & Smith, 1995). 
Studies have examined the propositions underlying the ASA framework and they support the 
fact that HR practices might positively affect employees’ P-O fit. Most studies focusing on 
the entry stage find that selection and socialisation help to enhance P-O fit both outside and 
inside the educational field (e.g. Cable and Judge, 1997; Cranston, 2012; Liu, 2005). Moreover, 
outside the educational arena, studies suggest that, after the initial phase of job choice and 
hiring, organisations use development and reward practices to stimulate the match between 
employees and the organisation (e.g. Autry & Wheeler, 2005; Boon, Boselie, Paauwe, & Den 
Hartog, 2007).  
Recently, researchers began focusing on the relationship between a bundle of HR practices 
and P-O fit, to show how sets of ‘high performance’ HR practices are positively related to 
employees’ P-O fit, both in the private and public sectors (e.g. Boon et al., 2011; Mostafa & 
Gould-Williams, 2014). In other words, people report a better fit when more extensive HR 
practices are in place (Boon & Den Hartog, 2011). These studies provide useful insights into 
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the effects of employees’ HRM perceptions on the employees’ own sense of P-O fit (i.e. the 
same-source fit). Nevertheless, it remains unclear how principals’ ‘strategic orientation’ and 
‘HR orientation’ in the configuration of a bundle of HR practices influence teachers’ different-
source fit. 
First, we expect that a high strategic orientation will positively influence teachers’ P-O fit. In 
other words, we hypothesise that the more principals succeed in aligning school goals with 
HR practices (i.e. vertical fit) and in aligning HR practices with each other (i.e. horizontal fit), 
the better teachers’ preferred values will fit the school culture. In regard to SHRM achieving 
organisational goals, Barney (1986) suggests that organisational culture is a critical element 
in achieving organisational success. Sharing organisational values (i.e. P-O fit) will strengthen 
the organisation’s identity and help to shape the organisation’s culture. In other words, at an 
organisational level, P-O fit creates an organisational identity by establishing consistent 
values that permeate the organisational culture. Following Werbel and DeMarie (2005), we 
hypothesise that principals, striving for P-O fit, make an effort to select, develop and retain 
employees who demonstrate the key values to achieve competitive advantage. Thus, we 
hypothesise:  
Hypothesis 1: A principal having a high strategic orientation when configuring a 
bundle of HR practices for new teachers will positively affect teachers’ P-O fit. 
Second, we expect that a high HR orientation will positively influence new teachers’ P-O fit. 
In other words, when principals take account of new teachers’ needs, teachers’ values will 
better fit the school culture. Since these principals will take into account development needs, 
they will provide individualised support and stimulate professional development during the 
first years of a new teacher’s career. Based on the self-determination theory (SDT) (Deci & 
Ryan, 1985), we know that (a) autonomy support, (b) performance systems providing 
feedback or (c) activities that satisfy relatedness increase the satisfaction of employee needs 
(Deci, Connell, & Ryan, 1989). Moreover, organisational cultures promoting the satisfaction 
of psychological needs will also increase employees’ internalisation of organisational values 
(i.e. P-O fit) and norms (Lynch, Plant, & Ryan, 2005). Thus, we hypothesise:  
Hypothesis 2: A principal having a high HR orientation when configuring a bundle of 
HR practices for new teachers will positively affect teachers’ P-O fit. 
Taken together, we assume both a strategic and HR orientation will reinforce teachers’ P-O 
fit. Aligning all HR practices with both strategic goals and employees’ needs is expected to 
result in commitment-orientated HR practices. Based on research demonstrating that these 
HR practices result in desirable employee behaviour and attitudes (Arthur, 1994), we expect 
that combining a strategic and an HR orientation (i.e. a strategic-developmental type) will be 
most favourable for teachers’ P-O fit. In this regard, we hypothesise: 
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Hypothesis 3: The impact of principals’ strategic orientation on teachers’ P-O fit 
depends on the HR orientation of the principal. More specifically, a high strategic 
orientation will be more strongly associated with teachers’ P-O fit, when the principal 
is also highly HR orientated. 
Methodology 
Research design 
In order to understand the linkage between the configuration of a bundle of HR practices 
and teachers’ P-O fit, a mixed methods research design was used. Qualitative data, collected 
through semi-structured interviews with principals, were collected to develop insight into 
the configuration of HR practices. A teacher survey was used to gather quantitative data on 
teachers’ P-O fit. Using a convergent mixed methods design (Creswell, 2012), the qualitative 
data from the interviews were converted into numerical codes. After the data 
transformation, data correlation (Onwuegbuzie & Teddlie, 2003) was used to correlate the 
‘quantised’ principal data with the teacher data. 
Sample and data collection procedure 
Data were collected from 56 primary schools in Flanders (Belgium), run by principals with 
three or more years of experience. Relying on additional government databases, in total 19 
schools with a high percentage of disadvantaged students and 37 schools with a low 
percentage of disadvantaged students participated in this study. The amount of 
disadvantaged students was determined on the basis of the additional teaching hours 
assigned by the Flemish government to primary schools with high proportions of 
disadvantaged students. For each school, the ratio of additional teaching hours to the 
standard amount of teaching hours was calculated. The ratios were ranked and split into two 
groups (high SES and low socio-economic status (SES)). In each school, the principal was 
interviewed about HR practices for new teachers. In total, 27 male and 29 female principals 
were interviewed, aging between 34 and 59 years (M = 49 years). Principal experience ranged 
from 3 to 24 years, averaging 10 years. 
Each interviewed principal was asked to hand out a survey to all teachers in the school, with 
a requirement for a minimum teaching experience of three months in the current school. 
Surveys from 847 teachers in 56 schools were returned; this gives an average of 15 teachers 
per school (min. 4; max. 35). The teacher sample consisted of 12% male and 88% female 
teachers. The average teaching experience in the schools was 13 years, varying from 3 
months to 39 years. Teacher’s ages ranged from 20 years to 64 years, with an average of 38 
years. The teacher data were used to determine the ‘preferred school values’ and ‘perceived 
school values’. The dependent variable, P-O fit, was calculated for a subset of teachers. This 
subset consisted of teachers (1) working for at least three years in the school and (2) hired 
by their current principal. The first criterion guaranteed the teachers had experienced current 
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HR practices. The second criterion was critical to ensure the teachers had experienced the 
HR practices explained by the principal during their interview. Though these criteria reduced 
the number of teachers, the number of schools was not affected. To calculate the P-O fit, we 
were able to build on data from 271 teachers from 56 schools; i.e. 5 teachers per school (min. 
1; max. 18). The subsample consisted of 7.4% male and 92.6% female teachers. The average 
school experience was 8 years, and varied from 3 to 24 years. The teachers’ ages ranged from 
23 years to 57 years, with an average of 35 years. 
Instruments 
The configuration of a bundle of HR practices 
Semi-structured (face-to-face) interviews gave the principals the opportunity to talk freely 
about their visions, beliefs and priorities for the management of new teachers in their school. 
The open-ended questions focused on the HR procedures for hiring, induction and awarding 
the tenure-track position, the barriers or constraints to installing HR practices, the reasons 
for the configuration of HR practices, school goals, etc. The interviews lasted for 60 minutes 
on average, and were recorded and transcribed verbatim. 
To analyse the interview data, different steps were taken. First, thematic summaries were 
created after each interview to reduce the data (Miles & Huberman, 1994). The summaries 
included broad categories (e.g. hiring, induction, tenure-track position) with subcategories 
(e.g. hiring criteria, hiring tools, hiring constraints, solutions to overcome constraints). 
Second, the interviews were coded inductively into these descriptive categories. Third, 
deductive coding was applied, based on the dimensions of strategic orientation and HR 
orientation. The categories from a previous study (Vekeman et al., 2016) were applied. 
Strategic orientation categories comprised ‘school goal alignment’ and ‘coping with external 
challenges’. The principals were scored low or high on the strategic orientation when: 1) a 
weak/strong vertical or/and horizontal fit was noticed or 2) a reactive/proactive approach 
was taken towards external challenges, respectively. The HR orientation of the principals 
depended on the extent to which the principals considered the development needs of new 
teachers. The principals were scored low or high on the HR orientation when teachers were 
seen as resources that need to be deployed or selected/be developed, respectively. Based 
on these categories, within-case analysis was conducted and all 56 schools were classified 
according to the strategic (low or high) and HR orientation (low or high). Finally, the 
qualitative scores were transformed into numerical scores: ‘low’ was rated as 0 and ‘high’ 
was rated as 1.  
The procedures that helped to increase the validity were peer review and debriefing 
(Creswell & Miller, 2000). Also, considerable time was spent (re)reading the transcripts 
(Patton, 1980). Finally, a researcher not familiar with the study independently coded, after 
training, the data for both the strategic and HR orientation. Ten interviews were double-
coded. The coding differences were analysed, discussed and resolved by returning to the 
The relationship between HRM and teachers’ P-O fit 
149 
interview transcripts and specific codes (Miles & Huberman, 1994), thus guaranteeing 
reliability. 
Person-Organisation fit 
P-O fit was calculated using the school culture scale (Dumay, 2009) administered to all 
teachers. Building on Hargreaves’ typologies (1995), the scale measures four aspects of 
school culture that are reflected in four different school values: (1) values related to the 
status of disciplinary guidelines and rules (four items); (2) values related to the emphasis on 
academic achievement (three items); (3) values related to school innovation (six items); and 
(4) values related to teacher collaboration and collegiality (six items).  
Following Cooke and Rousseau (1988), all teachers were asked to rate each item twice, first 
following the cue ‘my school thinks it’s important’ (i.e. perceived school values), next with 
the cue ‘I think it’s important’ (i.e. preferred school values). Ratings ranged from 1 (strongly 
disagree) to 5 (strongly agree). By comparing the aggregated mean scores for the perceived 
school values and the individual scores for the preferred values, a different-source index of 
P-O fit was calculated. By aggregating the teachers’ perceived school values, a measure for 
school culture was calculated. Prior to aggregating the perceived school values at school 
level, the within-school agreement was assessed, following two approaches: the calculation 
of the intra-class correlation coefficient (ICC(2)) and the calculation of interrater agreement 
using rwg(j). The ICC(2) was 0.79 and the mean rwg(j) value was 0.91, justifying the 
aggregation of the perceived school values (n=847) up to the school level (n=56). Next, the 
different-source index of P-O fit score was calculated for the selected group of teachers 
(n=271), building on the correlation between the 19 pairs of preferred and aggregated 
perceived school value items. These fit scores ranged from -0.54 to 0.93 (M=0.34); with the 
positive numbers pointing to a good fit and negative numbers indicating poor fit. 
Control variables 
In this study, several teacher demographic variables (i.e. age, gender and years of 
experience) were considered. Also the school’s SES level was taken into account, as research 
stresses that divergent teacher ideas about their job and about students are more likely to 
arise in low SES schools, considering it is a more complex work environment (Dumay, 2009).  
Data analysis 
Since the data reflects a hierarchical structure – where teachers (level 1) are nested into 
schools (level 2) – we applied multilevel analysis (Hox, 2010). Step-by-step, the best fitting 
model was tested. First, the null model, with only an intercept, was used to estimate the 
proportion of variation in teachers’ P-O fit attributed to the teacher and the school level (level 
2). These unconditional null models served as a baseline to compare the subsequent models. 
Dummies were created for gender (male 0; female 1), SES level (high SES school 0; low SES 
Chapter 5 
150 
school 1), strategic orientation (low 0; high 1) and HR orientation (low 0; high 1). All variables 
were centred around the grand mean (Hox, 2010). The differences in deviance values of the 
subsequent models were calculated to assess model improvement (Snijders & Bosker, 1999). 
All variables were included in the model as fixed effects, and it was assumed that their impact 
did not vary from teacher to teacher or from school to school.  
Results 
Descriptive analyses 
Table 2 summarises the descriptive analyses. The principal interviews show that only the 
minority of principals (n=12) were identified as high strategically orientated. The majority of 
principals were identified as low strategically orientated (n=44). Furthermore, almost half of 
the principals (n=25) were identified as high HR orientated. The other half (n=31) were 
classified as low HR orientated. More specifically, 25 principals were classified as 
administrative, 19 as developmental, 6 as strategic and 6 as strategic-developmental. The 
descriptives of the survey illustrate how teachers’ preferred values moderately fit the 
perceived school values (M=0.34); this is comparable with the mean scores reported in 
previous research (e.g. van Vianen et al., 2007). According to French, Caplan, & Harrison 
(1982), moderate levels of correlation between the P and O components are likely to occur, 
and correlations of 0.40 and lower are acceptable.  
Table 2. Descriptive statistics for selected group of teachers. 
Variables M SD Min. (n) Max. (n) 
1. Gender - - 0 (251) 1 (20) 
2. Age 34.83 7.90 23 57 
3. Years of experience in the school 8.10 4.51 3 24 
4. School SES - - 0 (37) 1 (19) 
5. Strategic orientation - - 0 (44) 1 (12) 
6. HR orientation - - 0 (31) 1 (25) 
P-O fit 0.34 0.31 -0.54 0.93 
Note: M = mean; SD = Standard deviation, Min.= Minimum score; Max. = Maximum score; n = number of observations. 
Multilevel analyses 
Null model 
The unconditional two-level null model reflects an intercept of 0.342 as the overall mean of 
the teachers’ different-source P-O fit across the schools. The analysis required the estimation 
of the total variance in the dependent variable, namely 0.091 (i.e. the sum of the two-variance 
components (0.042 + 0.049)). The null model proves how the variance at school level and 
teacher level (Wald Z=3.889, p<0.001; and Wald Z=10.326, p<0.001, respectively) is 
significantly different from zero, justifying multilevel modelling. It appears that 46.15% of the 
variation in teachers’ P-O fit can be situated at the school level, and 53.85% is attributable to 
differences between individuals. Introducing variables at the school level significantly 
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improves the two-level null random intercepts model compared to the single level model 
(χ²=87.205, df=1; p<0.001). Table 3 summarises all model estimates. 
Table 3. Model estimates of the two-level analysis of teachers’ P-O fit. 
Parameters  Single 
level 
Model 0 Model 1 Model 2 Model 3 
Fixed 
Intercept 
0.346 
(0.019)*** 
0.342 
(0.032)*** 
0.341 
(0.032)*** 
0.337 
(0.028)*** 
0.337 
(0.028)*** 
       
Teacher 
level 
Gender   Ns Ns Ns 
 Age   Ns Ns Ns 
 Years of 
experience in 
the school 
  Ns Ns Ns 
       
School level School SES 
level 
   Ns Ns 
 Strategic 
orientation 
   
0.177 
(0.069)* 
0.117 
(0.069)* 
 HR 
orientation  
   
0.131 
(0.056)* 
0.130 
(0.056)* 
 Strategic 
orientation x 
HR 
orientation 
    Ns 
       
Random Level 2 – 
school σ²µ0 
 
0.042       
(0.011) 
0.041   
(0.011) 
0.028 
(0.008) 
0.028    
(0.008) 
 Level 1 – 
teacher σ²ε0 
0.092 
(0.008) 
0.049      
(0.005) 
0.049    
(0.005) 
0.049 
(0.005) 
0.049   
(0.005) 
       
Model fit Deviance  
(-2LL) 
122.005 34.800 33.363 18.425 18.407 
 χ²  87.205 1.437 14.938 0.018 
 Df  1 3 3 1 
 p   *** Ns *** Ns 
 Reference 
model 
 
Single-
model 
Model 0 Model 0 Model 2 
 Variance at 
level 2 p (%) 
 46.15 45.05 30.77 30.77 
Note: values in parentheses are standard errors; *p <0.05; **p <0.01; ***p<0.001. 
Model 1 
The teachers’ background characteristics (level 1) (gender, age and years of experience in the 
school) were included in the fixed part of Model 1 as a second step. Model 1 does not fit the 
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data significantly better than the null model (χ²=1.437, df=3, p>0.050), meaning that no 
teacher characteristics are related to teachers’ P-O fit (p> 0.05). 
Model 2 
In a third step, the school SES level, strategic orientation and HR orientation were included 
in Model 2. Inclusion of these school-level variables resulted in significant model 
improvement (χ²=14.938, df=3; p<0.05). The teachers’ P-O fit is better when the principals 
configure HR practices in a high strategically orientated way compared to low strategically 
orientated principals (t=2.574, p=0.013). This confirms the first hypothesis. In the same way, 
the results confirm how HR orientation is positively associated with teachers’ P-O fit (t=2.341, 
p=0.023); thus, confirming the second hypothesis. The school SES level is not significantly 
related to teachers’ P-O fit (p>0.05). 
Model 3 
Finally, the interaction term ‘strategic orientation*HR orientation’ was added, but did not 
result in a significant model improvement (χ²=0.018, df=1, p<0.05). No significant interaction 
effect between the strategic and HR orientation was found (t=0.131, p=0.896), implying the 
differences in teachers’ P-O fit, linked to principals’ high strategic orientation, is not larger 
when principals are also high HR orientated. The third hypothesis was, therefore, not 
confirmed. 
Discussion 
Given Flemish principal’s significant autonomy and the fact that there is a meaningful 
variation in school goals, we believe Flemish principals have ample space to implement 
SHRM. This can lead to increased teachers’ P-O fit. Nevertheless, the interviews indicate a lot 
of principals do not use the ‘space’ they have to implement SHRM at the fullest. Actually, only 
a minority of principals configure a bundle of HR practices for new teachers in a high 
strategically orientated way. In line with Smylie et al. (2004), we observe that most principals 
install disconnected practices, rather than ensuring that all HR practices reflect the strategic 
goals of their school. Furthermore, the interviews indicate disharmony in the investment of 
new teachers. Half of the principals seem to recognise new teachers’ development needs, 
but the other half seems to perceive teachers as resources that need to be deployed or 
selected. This confirms the earlier research disclosing principals adopt very different beliefs 
about the management of new teachers (Youngs, 2007). The observation that many 
principals do not align their school goals with HR practices and do not invest in new teachers 
might be explained by the fact schools are ‘loosely coupled systems’ (Weick, 1976). This 
implies schools are loosely structured (e.g. with competing goals leading to disconnected HR 
practices) and weakly controlled (e.g. teachers’ and principals’ practice is uninspected and 
unevaluated). However, the identification of strategic-developmental principals (i.e. high 
strategic and high HR orientated) might imply some schools are more tightly coupled. In this 
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regard, we recognise, in line with others (e.g. Fusarelli, 2002), a positive and growing move 
towards ‘tight coupling’ in the education sector. This tight coupling might also explain why 
teachers’ P-O fit is higher, as tight coupling is achieved when all parts of a school share 
common values and goals (Dimmock, 2003). Moreover, in these more tightly coupled 
schools, the principals do not perceive external challenges as real obstacles for HRM. They 
appear to have a ‘high adaptive capacity’ (Staber & Sydow, 2002) when configuring HR 
practices for new teachers.  
Using multilevel analysis, we examined how the configuration of the bundle of HR practices 
for new teachers relates to teachers’ P-O fit. In total, 46% of the variation in teachers’ P-O fit 
scores is attributable to the school level, implying ‘schools matter’. The principals’ 
configuration of a bundle of HR practices defines part of this variation. As expected, the 
results show how high strategically orientated principals increase the fit between teachers’ 
own values and their school’s culture. This seems to be linked to hiring strategies aiming at 
compatibility, induction practices fostering behaviour compatible with school values, 
socialisation approaches that push school values through performance appraisal 
conversations and proactive decisions to retain new teachers who identify with the school 
values. Moreover, as expected, the results show that high HR orientated principals increase 
teachers’ P-O fit by giving individual support, stimulating professional development, making 
time for (in)formal talks, by listening to their needs and giving time to work on weaknesses. 
Based on the SDT (Deci & Ryan, 1985), we can state this increases the satisfaction of teachers’ 
needs, which in turn increases the internalisation of organisational goals and teachers’ P-O 
fit. Finally, the multilevel results demonstrate a non-significant interaction effect between 
the strategic and HR orientation. Both orientations seem to have an independent, positive 
effect on teachers’ P-O fit. However, we believe that a combination is something principals 
should strive for, as previous research confirms it is expected to result in desirable employee 
behaviour and attitudes (Arthur, 1994; Ridder et al., 2012).  
Limitations and directions for future research 
The present study is not without limitations. First, we asked the principals to explain HR 
practices within the organisation. Future research should observe principals’ practices, and 
an in-depth study might further focus on why some principals configure HR practices in a 
strategic- or HR-orientated way while other principals do not. Also, the perspectives of other 
school actors (e.g. teachers, the school board or school network members) should be 
included to improve the measurement of implemented and perceived HRM. Second, our 
cross-sectional research design limits the extent to which cause-effect relationships can be 
inferred. Third, the measurement of P-O fit was based on the correlation between preferred 
and perceived school values. Though widely adopted, some authors stress the 
shortcomingof the nature of correlations. Edwards (1994) suggests adopting polynomial 
regression, avoiding collapsing the person and organisation measures into a single score. 
Nevertheless, our estimate remains valid since we aimed for a holistic fit assessment (Kristof-
Brown et al., 2005). A final limitation is our focus on primary schools in Flanders, limiting the 
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generalisation of our findings to the wider public sector, other school levels (e.g. secondary 
schools) or other national/regional contexts. Therefore, it might be interesting to compare 
P-O fit among teachers and employees in similar public professions (e.g. nursing, social work, 
ministry) or in other national educational contexts (e.g. with less autonomy for principals, 
and/or with a systematic evaluation or accountability system). 
Finally, we offer three suggestions for future research. First, while this study finds no 
demographic teacher or school characteristics accounted for the variation in teachers’ P-O 
fit, a replication of this study – with a larger and more varied sample and after including more 
teacher and school characteristics – might be necessary to fully understand this relationship. 
Second, it could be interesting to examine the effect of SHRM on different types of fit. For 
example, how the configuration of HR practices is related to P-J fit or the fit with colleagues 
(Person-Group (P-G) fit). Inspired by Leung & Chaturvedi (2011), we believe future research 
should also include both different-source and same-source fit measures to examine the link 
between P-O fit and SHRM. Third, future research could test whether different-source P-O fit 
really works as a mechanism between SHRM and performance. We know that same-source 
P-O fit mediates the relationship between perceived HRM and organisational commitment, 
and organisational citizenship behaviour and job satisfaction (Boon et al., 2011; Mostafa & 
Gould-Williams, 2014). Yet, it would be interesting to test whether the link between the 
configuration of HR practices and teacher outcomes such as commitment or job satisfaction 
is also mediated by P-O fit measured by a different-source index. 
Implications 
Despite the above, we can deduce a couple of implications. As SHRM in education is a highly 
valuable but challenging task, we believe more emphasis could be put on SHRM during 
principals’ training (Hallinger & Lu, 2013) and principals should be supported in implementing 
SHRM (Leisink & Boselie, 2014). The first challenge for principals, for example, is choosing 
meaningful goals that can lead HR practices and that should be shared with the school team. 
The second challenging task is the alignment of HR practices with the internal and external 
context. We believe school boards and school networks can help principals to map 
challenges in the internal and external context, and to find solutions to cope with them. Thus, 
in general, in line with Leisink & Boselie (2014), we believe principals could collaborate more 
with their teacher teams and consult colleagues about SHRM. This suggests that principals 
could start developing teacher leaders who could assist them with school leadership (e.g. 
mentorship) and thus facilitate a professional learning community. 
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Chapter 6 
Do teachers leave the profession or move to another 
school when they don’t fit? 
 
Abstract 
Teacher turnover is an international issue of continuing concern in education. While different 
antecedents of teachers’ turnover intention have been identified, teachers’ fit within the 
school (i.e. person-organisation [P-O] fit) in the context of turnover intention is still an 
emerging field of research. Building on the unfolding model of voluntary turnover, this study 
investigates the moderating role of teachers' perceived employability on teachers' P-O fit–
job satisfaction–turnover intention relationship (see Figure 1). Using survey data from 997 
teachers across 74 schools, we conducted moderated mediation analysis. The analysis 
revealed different results for the hypothesised relationships depending on the specific 
dimension of turnover (i.e. intention to leave the profession or intention to move to another 
school). While P-O fit is directly related to the intention to move to another school, no 
evidence was found for a direct relation between P-O fit and the intention to leave the 
profession. Moreover, the results showed that the relation between P-O fit and the intention 
to leave/intention to move is mediated by job satisfaction. Yet, only for intention to leave, a 
small but significant moderating effect of perceived employability was found. These findings 
provide insight into the psychological processes of teachers wanting to leave the teaching 
profession or move to another school. Limitations, suggestions for further research and 
implications are also discussed in this article. 
Introduction 
Teacher turnover rates are similar to those found in comparable occupations (Harris & 
Adams, 2007). Yet, worldwide, teacher turnover continually draws the attention of 
policymakers, researchers, and administrators (Hong, 2010; Kukla-Acevedo, 2009). Teacher 
turnover negatively affects student achievement, has important psychological 
consequences for both teachers and schools, and causes a range of organisational problems 
(MacDonald, 1999; Ronfeldt, Loeb & Wyckoff, 2013). In this regard, teachers’ turnover 
intention is studied extensively. While different individual, organisational, and contextual 
antecedents of teachers’ turnover intention have been identified (Høigaard, Giske & Sundsli, 
2012; Martin, Sass & Schmitt, 2012; Pomaki et al., 2010; Rice, 2014; Skaalvik & Skaalvik, 2011), 
one organisational antecedent of turnover intention has been attracting increased attention. 
Influenced by the strong body of research from industrial and organisational psychology 
showing the positive effects of person-organisation (P-O) fit, within education increased 
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attention is given to teachers’ fit within the school (Pogodzinski, Youngs & Frank 2013; 
Youngs et al., 2015). Yet, the study of teachers’ P-O fit in general and, more specifically, in the 
context of turnover intention is still an emerging field in which important research gaps can 
be identified as compared to the large body of P-O fit research outside education.  
First, while some P-O fit studies investigate the relationship with “intention to leave the 
teaching profession” (e.g. Chan et al., 2008; Skaalvik & Skaalvik, 2011) or “intention to move 
to another school” (e.g. Pogodzinski et al., 2013), there are hardly any studies looking at the 
relationship between P-O fit and both dimensions of turnover intention within one and the 
same sample. Furthermore, a lot of confusion exists on what “turnover intention” means. 
Actually, many researchers define turnover as one’s desire, willingness or wilfulness to leave 
the organisation (e.g. Egan, Yang & Barlett, 2004; Mowday, Porter & Steers, 1982; Tett & 
Meyer, 1993). This broad definition has led to different interpretations of what “turnover” 
means in an educational context. While some educational researchers defined turnover 
intention as “the willingness to leave the teaching profession” (Liu & Onwuegbuzie, 2012), in 
most studies, it is operationalised as the sum of “leavers” and “movers” (e.g. Martin, Sass & 
Schmitt, 2012; Pomaki et al., 2010; Skaalvik & Skaalvik, 2011; You & Conley, 2014). In this regard, 
teachers’ turnover intention is often measured by assessing the extent to which teachers 
recently considered relocating to a different school or leaving their jobs and going into a 
different profession. Nevertheless, research on actual turnover indicated it is important to 
differentiate between “attrition” (i.e. leaving the teaching profession) and “teacher 
mobility” (i.e. moving to another school) as “leavers” and “movers” make turnover decisions 
based on different reasons (Kukla-Acevedo, 2009). In this regard, we believe it is important 
to analyse whether organisational fit is related to both the intention to leave the profession 
and the intention to move the school. To put it differently, we investigate whether the misfit 
in the school can be so considerable that it stimulates teachers not only to move but also to 
leave. 
Second, most P-O fit researchers, inside and outside education, have used subjective 
measures of fit, that is, fit indices that depend on people's perceptions. The latter measure 
has recently been referred to as a same‐source fit index in order to distinguish this measure 
from a different‐source fit index in which other referents than the focal person are involved 
to provide the O‐component of the fit index (van Vianen, De Pater & Van Dijk, 2007). In this 
study, the relationship between different-source P-O fit and both teachers’ intention to leave 
and move is studied. In other words, rather than studying teachers’ own sense of fit with the 
school culture, we study the fit between teachers’ preferred school values and the school’s 
culture. In contrast to same‐source fit measures, different-source measures are less prone to 
measurement problems such as common method variance (e.g. single-source concerns) and 
reliability issues (Ostroff & Judge, 2007; van Vianen et al., 2007). Furthermore, a different-
source measure of fit reflects the phenomenon that the perceptions of others are significant 
sources of information for individual employees. Theory and research on social information 
processing, for example, have convincingly shown that employees' (here, teachers’) 
perceptions are affected by those of their co‐workers (Salancik & Pfeffer, 1978).  
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Third, until now, little effort has been made to better understand the relationship between 
teachers’ P-O fit and turnover intention. The majority of existing studies on teachers’ P-O fit 
found rather low and moderate correlations between teachers’ P-O fit and turnover intention 
(e.g. Jones, Youngs & Frank, 2013; Pogodzinski et al., 2013; Skaalvik & Skaalvik, 2011). 
However, very few studies have explored why only a weak relationship exists between P-O 
fit and turnover intention. While outside education evidence is found for a combined effect 
of both P-O fit and job satisfaction on turnover intention (Kristof-Brown, Zimmerman & 
Johnson, 2005; Verquer, Beehr & Wagner, 2003), most educational researchers tend to test 
teachers’ P-O fit-job satisfaction and teachers’ P-O fit-turnover relationships independently 
(e.g. Erdogan, Kraimer & Liden, 2002; Grogan & Youngs, 2011). Furthermore, to our 
knowledge, scant research exists on the possible moderating variables between teachers’ P-
O fit and turnover intention. Building on the unfolding model of voluntary turnover (Lee & 
Mitchell, 1994) and the work of Wheeler and colleagues (2005; 2007), we try to better 
understand the weak relationship between teachers’ P-O fit and turnover intention by 
looking at: 1) the combined effects of teachers’ P-O fit and job satisfaction on turnover 
intention and 2) the possible moderating role of teachers’ perceived employability (PE). 
Wheeler and colleagues (2007) found that while P-O misfit leads to job dissatisfaction, unless 
a poor-fitting, dissatisfied individual believes that other work opportunities exist, he/she will 
not have the intention to leave his/her current position. 
Building on the existing literature and considering the research gaps mentioned above, the 
present study investigates the moderating role of teachers’ perceived employability on 
teachers’ different-source P-O fit–job satisfaction–intention to turnover relationship. More 
specifically, we focus on both the intention to leave the teaching profession and the intention 
to move to another school, taking into account perceived employability outside education 
(PE-OE) and perceived employability outside the current school (PE-OS) respectively.  
Theoretical framework 
Person-Organisation (P-O) fit 
P-O fit, located within the broader theoretical framework of person-environment (P-E) fit, is 
one of the most widely studied topics in organisational behaviour and human resource 
management (HRM) in recent years (for reviews, see Hoffman & Woehr, 2006; Kristof-Brown 
et al., 2005; Verquer et al., 2003). P-O fit has been defined as “the compatibility between 
people and organisations that occurs when: (a) at least one entity provides what the other 
needs or (b) they share similar fundamental characteristics or (c) both” (Kristof, 1996; 4-5). 
Despite this general consensus, the exact nature of “compatibility” has resulted in much 
confusion in what P-O fit is.  
On the one hand, P-O fit has been defined in various ways including value congruence, goal 
congruence, needs-supplies fit, and demands-abilities fit (Kristof, 1996). We focus on value 
congruence, which is the most frequently assessed dimension of P-O fit and involves the 
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similarity between organisational values and those of the organisation’s employees (Kristof, 
1996). On the other hand, confusion in the P-O fit literature is due to the variety of methods 
used to measure or establish P-O fit. A meaningful distinction between types of fit studies is 
that fact whether they assess fit directly or indirectly through the comparison of separately 
rated P and O variables (Kristof-Brown et al., 2005). In this regard, Kristof-Brown and 
colleagues (2005) distinguish between three types of fit: (a) perceived fit, i.e. when an 
individual makes a direct assessment of the compatibility between P and O; (b) subjective fit, 
i.e. fit is assessed indirectly through the comparison of P and O reported by the same person; 
and (c) objective fit, i.e. when fit is calculated indirectly through the comparison of P and O 
variables reported by different sources1. Recently, both perceived and subjective P-O fit 
measures have been referred to as a “same-source index of fit” in order to distinguish this 
measure from a “different-source fit index” in which other referents than the focal person 
are involved in providing the O-component of the fit index (van Vianen et al., 2007). The 
different-source fit index has been often conceptualised as “actual” or “objective” P-O fit. 
However, in this article, we will use the term “different-source fit” since the labels 
“objective” or “actual” can be misleading as they suggest that the O-component has been 
established in an objective way. Yet, most of the time, the O-component is established 
through the perceptions of people, which are by definition subjective.  
P-O fit studies that used same-source fit measures have been compared to those that used 
different-source fit measures. Different meta-analyses (e.g. Kristof-Brown et al., 2005) 
showed that different-source fit measures typically have lower correlations with both 
attitudinal and behavioural outcomes (e.g. job satisfaction, commitment, performance, and 
turnover) than same-source measures. Yet, other more recent meta-analyses assessing the 
effects of these various types of fit together have yielded different results and suggest that 
different-source measures of fit are strongly related to behavioural outcomes (Hoffman & 
Woehr, 2006; van Vianen et al., 2007). These inconsistent results contribute to a debate over 
which type of fit is more meaningful, with strong arguments existing for both perceived fit 
and the more calculated forms of fit (Kristof-Brown & Billsberry, 2013). We focus on different-
source fit which we see, in line with Kristof-Brown and Billsberry (2013), as a distinctly 
different domain than same-source fit.  
The unfolding model of voluntary turnover  
Voluntary turnover has been studied for a long time by different researchers and has led to 
the development of different turnover models (e.g. Lee & Mitchell, 1994; Mobley, 1977). In 
this study, we draw on the unfolding model of voluntary turnover (UMVT) (Lee & Mitchell 
1994), which introduced the notion of shocks. The model suggests that the turnover process 
follows one of the four possible decision paths. Each decision path is influenced by either a 
shock or natural contributing process. This means that any of the employee’s decision paths 
could result from both external shocks to the employee’s environment or as a result of an 
employee’s low job satisfaction (Lee & Mitchell, 1994). Thus, a shock represents a significant 
distinguishable event that disturbs, in this case, a teacher’s status quo and forces a teacher 
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to make a deliberate judgement about his/her job and, perhaps, even forces him/her to leave 
or move. Furthermore, the UMVT model shows how people leave in different and distinct 
ways, represented by four mutually exclusive decision paths. In paths 1, 2 and 3, the quit 
begins with a shock: a single, jarring event prompting thoughts of quitting. Path 1-leavers 
carry out an extant script to leave. They do not search for or evaluate alternatives or consider 
likely offers, but leave quickly regardless of image violation(s) or satisfaction. Suppose, for 
example, a teacher has the following pregnancy script: If I become pregnant, then I will quit 
work to stay home with the new baby. Once the information about being pregnant is known, 
the script is enacted without further consideration. The second path also contains a shock 
that triggers leaving without the consideration of job alternatives. Yet, in this second case, 
there is no prior action script. Instead, new information is interpreted as violating a person's 
value, goal, or strategic image, and leaving occurs without further deliberation. An example 
of this path would be a situation in which a strongly disliked colleague becomes principal, 
violating a teacher’s belief that enjoyable work involves having a friendly relationship with 
the principal (image violation), and the teacher leaves without considering other job 
alternatives. In path 3, a shock triggers individuals to assess whether or not their 
commitment could be associated with a different organisation. The decision-making process 
in path 3 requires explicit comparison between an individual’s current organisation and at 
least one possible alternative. In this path, the shock-induced assessment of misfit directly 
leads to an increase in job dissatisfaction, which results in the scanning for possible 
alternatives. If the individual believes that a job alternative will not provide a better fit than 
the current job, that individual will remain in the current organisation. An example of this 
path would be a situation in which a new principal gets appointed in the school who places 
greater emphasis on discipline and performances of students than the previous principal. 
This would violate the teacher’s belief that student performances and discipline are less 
important values of a school. In contrast with path 2, in path 3, this shock leads to 
dissatisfaction and a deliberate search for job alternatives. If the teacher does not find a 
school where discipline and student performances are less important, the teacher will remain 
in the current school. Finally, paths 4a and 4b do not contain shocks. Path 4a involves a 
situation in which a person's job satisfaction becomes so low that he or she leaves without 
considering job alternatives. Path 4b is the more traditional view of turnover in which low 
satisfaction leads to a deliberate search, evaluation of alternatives, an intention to leave, and 
subsequent turnover. Building on the work by Wheeler and colleagues (2005; 2007), we 
expect that paths 3 and 4 directly relate to assessment of P-O misfit and explain how and 
why P-O misfit possibly leads some to have the intention to leave or move while others 
remain in the teaching profession or the school.  
P-O fit and turnover intention 
Within the P-O fit literature, the Attraction–Selection–Attrition (ASA) framework (Schneider, 
1987) is an important framework that helps to explain how P-O fit might lead to the intention 
to turnover. The main idea of the framework is that organisations attract, select, and retain 
those people who share their goals. Furthermore, people are selected to be a part of the 
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organisation and remain in the organisation if they fit with the organisation, or leave if they 
do not fit with the organisation. In other words, the ASA framework predicts that misfit will 
necessarily lead to turnover (Schneider, 1987; Schneider, Goldstein & Smith, 1995). A number 
of studies have examined the propositions underlying this framework and their findings 
support the notion that P-O fit is related to turnover intention (e.g. Hoffman & Woehr, 2006; 
Wheeler et al., 2007; Tak, 2011). However, in general, these studies are not always consistent 
with regard to which component of turnover they look at while using the term “turnover 
intention”. While some researchers focus on a general plan to stay or leave the organisation 
and profession (O’Reilly, Chatman & Caldwell, 1991), others focus on “intention to leave the 
organisation” (e.g. Tak, 2011; Vancouver & Schmitt, 1991; Wheeler et al., 2007). Within the 
educational literature, there is evidence of  the relation between same-source P-O fit and 
intention to leave the teaching profession (e.g. Chan et al., 2008; Skaalvik & Skaalvik, 2011) 
and intention to move to another school (e.g. Pogodzinski et al., 2013; Jones et al., 2013). 
Skaalvik and Skaalvik (2011), for example, reported a significant but rather low correlation 
(0.20) between perceived value consonance (i.e. same-source P-O fit) and the motivation to 
leave the teaching profession in a Norwegian context. Furthermore, high correlations (0.61 
to 0.67) between teachers’ same-source P-O fit and their commitment to the teaching 
profession were found by Chan and colleagues (2008). They investigated different 
antecedents of teachers’ commitment to the teaching profession in Singapore. More 
specifically, they focused on the degree to which teachers’ own sense of fit with their schools 
and sense of efficacy mediated the relationship between these antecedents and 
commitment. The rather high correlation between same-source P-O fit and intention to leave 
found in the Singaporean context can be explained by the fact that teaching is a high-status 
profession in Singapore, with teachers recruited from the top one-third of each age cohort 
in terms of academic ability. Regarding to the relationship between same-source fit and 
intention to move, Pogodzinski and colleagues (2013) found moderate correlations using 
data from the United States. In a next analysis, using the same data set, Jones and colleagues 
(2013) reported similar moderate correlations between teachers’ perceived fit and their 
commitment to their school on the one hand and commitment to the same assignment (e.g. 
special education versus general education) on the other hand. Besides these studies on 
same-source fit and turnover intention, there are hardly any studies looking at the 
relationship between different-source fit and both the intention to move and intention to 
leave within one and the same sample. Although based on previous research outside 
education, the effects might be larger for P-O fit measured using a same-source fit index than 
using a different-source fit index (Kristof-Brown et al., 2005), we expect teachers’ different-
source P-O misfit to be related to both the intention to leave and intention to move. 
Hypothesis 1a (H1a): There will be an inverse relationship between teachers’ P-O fit 
and their intention to leave the profession. 
Hypothesis 1b (H1b): There will be an inverse relationship between teachers’ P-O fit 
and their intention to move to another school. 
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P-O fit and job satisfaction  
In terms of the relationship between P-O fit and job satisfaction, Kristof (1996) theorised that 
the higher the degree of P-O fit, the more satisfied the employees will be in their job. While 
various studies confirm this positive relation both for same-source and different-source P-O 
fit (Kristof-Brown et al., 2005), within the educational context, mixed results have been 
found (Erdogan et al., 2002; Skaalvik & Skaalvik, 2011). However, based on the large amount 
of studies outside education, we hypothesise that:  
Hypothesis 2 (H2): Teachers’ different-source P-O fit will be positively associated with 
teachers’ job satisfaction.  
Job satisfaction and turnover intention 
In continuation of the ASA framework, Chatman (1991) stated that job satisfaction results in 
retention. In contrast, a lack of P-O fit reduces job satisfaction which in turn results in 
turnover intentions (Kristof-Brown et al., 2005; Verquer et al., 2003). Similarly, within 
educational literature, the link between job satisfaction and teachers’ intention to leave the 
profession is well established (e.g. Perrachione, Rosser & Petersen, 2008; Sass, Seal & Martin, 
2011). However, until now, the relationship between teachers’ job satisfaction and the intent 
to move to another school has not been investigated. Nevertheless, based on research 
outside education, we hypothesise that: 
Hypothesis 3a (H3a): Teachers’ job satisfaction will be inversely related to teachers’ 
intention to leave the profession. 
Hypothesis 3b (H3b): Teachers’ job satisfaction will be inversely related to teachers’ 
intention to move to another school. 
The mediating role of job satisfaction 
As stated earlier, within educational research, the P-O fit–job satisfaction–turnover intention 
relationship is often tested independently instead of concurrently. One exception is a 
Norwegian study by Skaalvik and Skaalvik (2011) which found that the degree to which 
teachers feel that they share the prevailing norms and values of the school where they teach 
(i.e. same-source P-O fit) was positively related to job satisfaction (through a feeling of 
belonging). Moreover, this study found that teachers’ motivation to leave the teaching 
profession was negatively related to job satisfaction (Skaalvik & Skaalvik, 2011). Also based 
on previous research outside education, we assume that job satisfaction mediates the 
relationship between P-O fit and intention to turnover (Arthur et al., 2006; Liu, Liu & Hu, 2010; 
Wheeler et al., 2007). More specifically, Wheeler and colleagues (2007) assert that the UMVT 
predicts the P-O fit–job satisfaction–turnover intention relationship. They state that 
organisation-induced shocks which lead to the assessment of fit proximally influence job 
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satisfaction; and it is the combined effect of P-O fit on job satisfaction that will ultimately 
predict employees’ turnover intention. Although never tested with different-source P-O fit 
(instead of same-source fit), we expect that high levels of different-source P-O fit decrease 
the turnover intention in so far as job satisfaction is also high. Therefore, we hypothesise 
that: 
Hypothesis 4a (H4a): Job satisfaction will mediate the relationship between teachers’ 
different-source P-O fit and teachers’ intention to leave the profession; high levels of 
different-source P-O fit will have a positive impact on job satisfaction, which in turn 
will decrease the teacher’s intention to leave the profession, resulting in an inverse 
(negative) relationship between different-source P-O fit and intention to leave the 
profession. 
Hypothesis 4b (H4b): Job satisfaction will mediate the relationship between 
teachers’ different-source P-O fit and teachers’ intention to move to another school; 
high levels of different-source P-O fit will have a positive impact on job satisfaction, 
which in turn will decrease the teacher’s intention to move to another school, 
resulting in an inverse (negative) relationship between different-source P-O fit and 
intention to move to another school. 
The moderating role of perceived employability 
It is found some employees remain in the organisation despite the lack of P-O fit and the 
resulting job dissatisfaction associated with P-O misfit. In this regard, consistent with the 
UMVT, Wheeler and colleagues (2005) proposed a model of multidimensional fit that 
included possible explanations of how employees will behave in the event of misfit. This 
model states that turnover is one of many options available for employees experiencing P-O 
misfit. Specifically, Wheeler et al. (2005) proposed PE (referred by them as “perceived job 
mobility”), as a key moderating variable between causes of misfit and the decision to 
turnover. The moderating role of PE was further studied by Wheeler and colleagues (2007). 
Following Wheeler and colleagues (2005; 2007), we argue paths 3 and 4 of the UMVT explain 
how and why teachers’ P-O misfit will lead some to leave the profession or school while 
others will remain. First, based on path 3, we assume that the shock-induced assessment of 
misfit directly leads to decreased job dissatisfaction, which results in the scanning for 
possible job alternatives. If the teacher believes it is not possible to find a job outside 
education or in another school, the teachers will remain with their current job or school. If 
the teacher believes that a job outside education or in another school is easy to find, that 
teacher will likely decide to leave the profession or to move to another school. Thus, we 
expect PE to moderate the relationship between job satisfaction and turnover intention. 
Second, based on path 4, we assume it is possible that teachers simply change over time and 
reassess their commitment to the job or school. No shock occurs to stimulate job search; 
however, affective responses to daily organisational life (e.g. job satisfaction) over time can 
The relationship between P-O fit and turnover intention 
173 
also cause teachers to turnover. The added component of PE will either ease or limit a 
dissatisfied teacher’s intentions to turnover. Thus, we expect: 
Hypothesis 5a (5a): Perceived employability moderates the relationship between job 
satisfaction and intent to leave the profession. The inverse relationship between job 
satisfaction and intention to leave the profession will be weaker for teachers with 
low perceived employability outside education than for teachers with high perceived 
employability outside education. 
Hypothesis 5b (H5b): Perceived employability moderates the relationship between 
job satisfaction and intention to leave the profession. The inverse relationship 
between job satisfaction and intention to move to another school will be weaker for 
teachers with low perceived employability outside the current school than for 
teachers with high perceived employability outside the current school. 
Moreover, assuming PE moderates the association between job satisfaction and turnover 
intention, it is also likely that teachers’ PE will conditionally influence the strength of the 
indirect relationship between P-O fit and turnover intention. This means a pattern of 
moderated mediation exists between the variables, as depicted in Figure 1. Because we 
predict a weak/strong relationship between job satisfaction and intention to turnover when 
PE is low/high, we hypothesise that:  
Hypothesis 6a (H6a): Perceived employability will moderate the negative and indirect 
effect of P-O fit on intention to leave the profession (through job satisfaction). 
Specifically, job satisfaction will mediate the indirect negative effect when perceived 
employability outside education is low but not when it is high. 
Hypothesis 6b (H6b): Perceived employability will moderate the negative and 
indirect effect of P-O fit on intention to move to another school (through job 
satisfaction). Specifically, job satisfaction will mediate the negative indirect effect 
when perceived employability outside the current school is low but not when it is high. 
Research design 
Sample and data collection 
Data were collected in 74 Flemish schools for basic education (Belgium). Schools were 
stratified for their socioeconomic status (SES) composition of students, based on the 
additional teaching hours primary schools in Flanders are entitled to get. Additional teaching 
hours represent funds to develop educational practices that take into account the diversity 
of each child. The distribution of these funds is based on the percentage of disadvantaged 
students in a school. For this study, the ratio of the amount of additional teaching hours to 
the amount of normal teaching hours for each school was calculated. Schools in the 
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population were ranked by this ratio and split up into two equal groups (low and high). From 
both groups, an equal number of schools were contacted. Finally, 31 schools with a high 
percentage of low SES students and 43 schools with a low percentage of low SES students 
participated in this study. From these 74 schools, 1538 teachers with a teaching assignment 
were eligible to participate in our study. However, a minimum of three months of teaching 
experience was included because teachers need to get time to get acquainted with the 
school culture. Moreover, only completed surveys were used. After deleting the missing 
values, the responses of 997 teachers were used. This sample has an average response rate 
of 71.11% of the participating schools. A response rate of around 70% is generally 
recommended as acceptable (Johnson & Christensen, 2008). However, this recommendation 
is based on the assumption that respondents and non-respondents are fairly similar. 
Comparing different teacher characteristics of our sample with the entire Flemish teaching 
population, we can state this assumption is not violated in our study. This sample consists of 
88.6% female and 11.4% male respondents, which mirrors the disproportionate percentage of 
male and female basic education teachers in Flanders. The mean age of the respondents was 
38 years (SD=10.04), varying from 21 to 64 years. The average teaching experience in the 
school was 12 years (SD=9.29). In total, 325 teachers had an assignment in pre-school, 636 
teachers had an assignment in primary school, and 36 teachers had an assignment in both 
pre-school and primary school. 
Research instruments 
All teachers completed the survey instrument online in Flemish. For ease of completion of 
the web-based survey, all items were anchored on a five-point scale ranging from 1 = 
“strongly disagree” (helemaal niet akkoord) to 5 = “strongly agree” (helemaal akkoord). 
Different-source P-O fit 
Different-source P-O fit was measured using the School Culture scale developed by Dumay 
(2009). This scale, building on Hargreaves’ (1995) typologies, measures four aspects of school 
culture. The first aspect of school culture reflects values related to the status of disciplinary 
guidelines and rules in schools (four items, e.g. “students who do not behave according to 
the disciplinary norms are sanctioned consequently”). The second aspect concerns values 
related to the degree of emphasis placed on academic achievement (three items, e.g. 
“teachers have high expectations concerning their students’ performance”). The third 
aspect of school culture refers to values related to the status of innovation within schools 
(six items, e.g. “teachers are keen to experiment new pedagogical methods”). The final 
school culture aspect concerns values related to teacher collaboration and collegiality (six 
items, e.g. “collaboration between teachers is highly valued”). All survey items can be found 
in Appendix I. 
Following the procedure suggested by Cooke and Rousseau (1988), all teachers were asked 
to rate each item twice, first following the cue “my school thinks it’s important” (i.e. 
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perceived school values) and next with the cue “I think it’s important” (i.e. preferred school 
values). By comparing the aggregated mean scores for perceived school values and individual 
scores for preferred values, a different-source index of P-O fit was calculated. By aggregating 
teachers’ perceived school values, a measure for school culture was calculated (Van Houtte, 
2004). Prior to aggregating perceived school values at school level, within-school agreement 
was assessed. Two complementary approaches were used: calculation of the intraclass 
correlation coefficient, or ICC (2), and calculation of interrater agreement using rwg (j). The 
ICC (2) was 0.79 and mean rwg (j) value was 0.91, justifying the aggregation of perceived 
school values (n=847) up to the school level (n=56). Next, the different-source index of P-O 
fit score was calculated for all teachers (n=997), building on the correlation between the 19 
pairs of preferred and aggregated perceived school value items. These fit scores ranged from 
-0.63 to 0.92 (M=0.33), where positive values indicate high fit and negative numbers, poor 
fit. 
Job satisfaction 
Job satisfaction was assessed using a four-item scale developed by Caprara and colleagues 
(2003). The sample items were: “I am satisfied with my job” and “I am satisfied with what I 
achieve at work”. The Cronbach’s alpha for this scale was 0.83. 
Perceived employability (PE) 
Both PE-OE and PE-OS were measured based on a scale developed by De Witte (1992) which 
has been applied successfully in different employment settings and countries (Guest, 
Isaksson & De Witte, 2010). The following items were adapted to the specific context of this 
study: “I am optimistic that I would find another job, if I looked for one”, “I will easily find 
another job if I lose this job”, and “I am confident that I could quickly get a similar job”. To 
measure PE-OE, the word “job” was replaced by “job outside education”. To measure PE-OS, 
the word “job” was replaced by “teaching position in another school”. The Cronbach’s alpha 
for PE-OE was 0.92, the Cronbach’s alpha for PE-OS was 0.94. The EFA revealed a two-factor 
structure. 
Turnover intention 
Scales to measure the intention to leave and the intention to move were based on a three-
item scale designed by Mobley, Horner, and Hollingsworth (1978) which measures 
withdrawal intentions from the organisation. The items of the scale were as follows: (1) “I 
think a lot about leaving the organisation”, (2) “I am actively searching for an alternative to 
the organisation”, and (3) “As soon as it is possible, I will leave the organisation”. To measure 
intention to leave, “the organisation” was replaced by “the teaching profession”. To 
measure intention to move, “the organisation” was replaced by “my current school”. The 
original measure has been used in many other studies (e.g. Carmeli & Weisberg, 2006) that 
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reported good reliability. The Cronbach’s alpha for intention to leave was 0.86, the 
Cronbach’s alpha for intention to move was 0.87. The EFA revealed a two-factor structure. 
Control variables 
We controlled for teachers’ age (in years), gender and years of experience in the school. 
Previous research found that teachers’ intention to leave and move is high for young or new 
teachers and low for older or more experienced teachers (until they reach ages at which 
retirement is feasible) (Guarino et al., 2006). Furthermore, a study by Kukla-Acevedo (2009) 
found that men are more likely to remain in their current school than women. While mixed 
results are found related to gender and the intention to leave teaching, some studies found 
that men are more likely to leave teaching than women (e.g. Harris & Adams, 2007; Borman 
& Dowling, 2008). Finally, the school’s SES level was included as a control variable since 
research showed that teachers are highly likely to leave teaching (Borman & Dowling, 2008) 
or move to another school (Scafidi, Sjoquist & Stinebrickner, 2007) when they work in schools 
with a high percentage of low SES students. 
Analysis 
First, we calculated the descriptive statistics and correlations for all variables measured in our 
study. Second, we performed a moderated mediation analysis based on our theoretical 
framework. We predicted that teachers’ PE would moderate the inverse relationship 
between job satisfaction and intention to turnover. Assuming that this moderation 
hypothesis receives support, it is plausible that the strength of the hypothesised indirect 
effect is conditional on the value of the moderator. This is called a conditional indirect effect 
or alternatively known as moderated mediation (Hayes, 2013; Preacher, Rucker & Hayes, 
2007). We conducted two analyses for the two outcomes “intention to leave” and “intention 
to move”. The moderators PE-OE and PE-OS were integrated in the model with intention to 
leave and intention to move, respectively. Information on teachers and schools, such as age, 
gender, years of experience, and school’s SES, was included in all models. The analyses were 
performed using the R package lavaan (Rosseel, 2012). Scale scores for each participant were 
obtained by averaging the individual item scores and were mean-centred prior to analysis. In 
order to avoid power problems introduced by asymmetric and other non-normal sampling 
distributions of an indirect effect, bootstrapped confidence intervals (CIs) were used.  
Results 
Descriptive statistics 
Table 1 presents the means, standard deviations and correlations among all variables in the 
model. Descriptive statistics show that the teachers’ preferred values moderately fit the 
perceived school values. The mean different-source P-O fit score of 0.33 is comparable with 
mean scores reported in previous research (e.g. van Vianen et al., 2007). According to French, 
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Caplan, and Harrison (1982), moderate levels of correlation between P and O components 
are likely to occur and correlations of 0.40 and lower are acceptable. Furthermore, the results 
demonstrate that teachers are, in general, satisfied with their job. The mean scores for 
turnover intentions are comparable with those found in earlier research (McInerney et al., 
2015) and indicate that teachers have a low intention to leave and intention to move. 
Furthermore, teachers seem to have moderate employability perceptions. The mean scores 
for PE show that, on average, teachers believe they are more likely to find a job in another 
school than outside education. An inspection of the correlation matrix reveals that different-
source P-O fit is weakly correlated with job satisfaction, intention to leave, intention to move, 
and school’s SES. Job satisfaction is moderately correlated with intention to leave and 
strongly correlated with intention to move. Perceived employability outside education is 
moderately correlated with PE-OS and weakly correlated with intention to leave and move, 
teachers’ age, gender, and years of experience in the school. PE-OS was found to be weakly 
correlated with teachers’ age, years of experience, and school’s SES. 
Moderated mediation analysis 
We tested our research model as presented in Figure 1 in two separate path analyses for the 
two outcomes “intention to leave” and “intention to move”. The moderators PE-OE and PE-
OS were integrated in the model with intention to leave and intention to move, respectively. 
The regression weights, significance levels, and explained variance for the endogenous 
variables in the model are reported in Figures 2a and 2b. For the sake of clarity, the non-
significant relationships were omitted from the figures. 
 
Note: *p<0.05; **p<0.01; ***p<0.001. R²= explained variance. PE-OE = perceived employability outside education. Solid lines indicate 
significant relationships (p<0.05); non-significant relationships were omitted from the figure. Variables circled by a dotted line are 
control variables. 
 
Figure 2a. Moderated mediation model with intention to leave the profession. 
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Note: *p<0.05; **p<0.01; ***p<0.001. R²= explained variance. PE-OE = perceived employability outside education. Solid lines indicate 
significant relationships (p<0.05); non-significant relationships were omitted from the figure. Variables circled by a dotted line are 
control variables. 
 
Figure 2b. Moderated mediation model with intention to move to another school. 
To facilitate interpretation, direct, indirect, conditional indirect, and total effects on the 
variable “intention to leave” and “intention to move” are included in Table 2a and 2b, 
respectively. The syntax of the model in lavaan with “intention to leave” can be found in 
Appendix A. 
Table 2a. Direct, indirect, total and conditional indirect effects of teachers’ P-O fit on intention to 
leave the profession (after controlling for age, gender, years of experience and school SES). 
Variable B SE z p LL  CI UL  CI 
Direct effects  
P-O fit 0.080 0.077 1.035 0.301 -0.071 0.231 
Indirect effects  
P-O fit -0.309 0.043 -7.261 0.000 -0.392 -0.226 
Total effects  
P-O fit -0.299 0.084 -2.735 0.006 -0.393 -0.065 
Conditional indirect effects at perceived employability outside education = M +/- 1SD 
-1 SD (-1.02)   -0.260 0.042 -6.165 0.000 -0.343 -0.178 
M (0.00)      -0.309 0.043 -7.261 0.000 -0.392 -0.226 
+ 1 SD (1.02)     -0.358 0.050 -7.150 0.000 -0.456 -0.260 
Note: Unstandardised regression coefficients are reported. Bootstrapped 95% confidence intervals. LL = lower limit; CI = 
confidence interval; UL = upper limit. 
Our tested model shows that a combination of P-O fit and job satisfaction decreases 
teachers’ intention to leave and move. Firstly, teachers’ intention to move was found to be 
directly influenced by teachers’ P-O fit, job satisfaction, and school’s SES. Moreover, we 
found teachers’ P-O fit was positively associated with teachers’ job satisfaction. Thus, H1b, 
H2, and H3b were supported. Although we also expected a direct effect of teachers’ P-O fit 
and job satisfaction on teachers’ intention to leave, the results showed that only teachers’ 
job satisfaction and gender directly affects the intention to leave. In other words, hypothesis 
1a was rejected and hypothesis 3a was supported.  
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Table 2b. Direct, indirect, total and conditional indirect effects of teachers’ P-O fit on intention to 
move to another school (after controlling for age, gender, years of experience and school SES). 
Variable B SE z p LL  CI UL  CI 
Direct effects  
P-O fit -0.156 0.068 -2.290 0.022 -0.289 -0.022 
Indirect effects  
P-O fit -0.432 0.056 -7.719 0.000 -0.542 -0.322 
Total effects  
P-O fit -0.588 0.085 -6.930 0.000 -0.754 -0.422 
Conditional indirect effects at perceived employability in other schools = M+/- 1SD 
-1 SD (-0.98)   -0.420 0.057 -7.359 0.000 -0.531 -0.308 
M (0.00)      -0.432 0.056 -7.719 0.000 -0.542 -0.322 
+ 1 SD (0.98)     -0.445 0.059 -7.514 0.000 -0.561 -0.329 
Note: Unstandardised regression coefficients are reported. Bootstrapped 95% confidence intervals. LL = lower limit; CI = 
confidence interval; UL = upper limit. 
Secondly, the direct and indirect effects (Tables 2a and 2b) revealed that teachers’ job 
satisfaction fully mediates the relationship between teachers’ P-O fit and the intention to 
leave and partially mediates the relationship between teachers’ P-O fit and intention to move. 
In other words, supporting H4a and H4b, teachers’ P-O fit was found to have an indirect (and 
negative) effect (through job satisfaction) on both teachers’ intention to leave and teachers’ 
intention to move. 
Thirdly, we predicted that the inverse relationship between job satisfaction and intention to 
leave would be weaker for teachers with low PE-OE than for teachers with high PE-OE (H5a). 
Moreover, we predicted that the inverse relationship between job satisfaction and intention 
to move would be weaker for teachers with low PE-OS than for teachers with high PE-OS 
(H5b). The results showed that H5b (and thus also H6b) could not be supported. However, 
the results indicated that the cross-product term between job satisfaction and PE-OE was 
significant, supporting hypothesis 5a. However, compared with the other hypothesised 
relationships, a rather small significant regression coefficient (-0.082) was found for this 
relationship. As a result, we conclude that the relationship between job satisfaction and 
intention to leave depends to a limited degree on PE-OE. To fully support H5a, the form of 
this interaction should conform to the hypothesised pattern. Therefore, we applied 
conventional procedures for plotting simple slopes at one SD above and one SD below the 
mean of the PE-OE measure. We found the slope of the negative relationship between job 
satisfaction and teachers’ intention to leave was a slightly stronger for teachers with high PE-
OE than for teachers with low PE-OE. Thus, when PE-OE was lower, the relationship between 
job satisfaction and intention to leave was negative but relatively weak. The higher the 
teachers’ PE-OE the stronger the negative relationship between job satisfaction and 
intention to leave. 
 
 
  
  
Table 1. Descriptive statistics and correlations. 
Variable M SD 1 2 3 4 5 6 7 8 9 
1. P-O fit 0.33 0.28 _         
2. Job satisfaction 4.08 0.65 0.25** _        
3. PE-OE 2.71 1.02 -0.01 -0.03 _       
4. PE-OS 3.04 0.98 -0.02 0.01 0.39** _      
5. ITL 1.56 0.77 -0.10** -0.47** 0.11** -0.02 _     
6. ITM  1.57 0.77 -0.22** -0.65** 0.07* 0.04 0.58** _    
7. Age 38.16 10.04 0.01 -0.06 -0.15** -0.07* 0.08* 0.00 _   
8. Gender - - -0.03 -0.06 0.08* 0.04 0.10** 0.02 0.11** _  
9. Years of 
experience 
12.29 9.29 -0.05 -0.06 -0.17** -0.11** 0.08** 0.03 0.80** -0.05 _ 
10. School SES - - -0.12** -0.05 0.03 0.07* 0.03 0.11** -0.08* 0.05 -0.05 
Note: M: mean; SD: standard deviation; PE-OE: perceived employability outside education; PE-OS: perceived employability outside current school; ITL: intention to leave the profession; ITM: 
intention to move to another school; *p<0.05; **p<0.01. 
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Finally, although the results show that PE-OE interacted with job satisfaction to influence 
intention to leave, they do not directly assess the conditional indirect effects model. 
Therefore, we examined the conditional indirect effect of teachers’ P-O fit on teachers’ 
intention to leave (through job satisfaction) at three values of PE: the mean (0.00), one SD 
above (1.02), and one SD below the mean (-1.02). When the point estimates of each indirect 
effect were investigated for these three values, none of the accelerated 95% CI included zero. 
Thus, H6a was not supported. The indirect and negative effect of teachers’ P-O fit to 
teachers’ intention to leave through job satisfaction was observed when the levels of PE-OE 
were high, moderate, and low. 
Discussion  
The present study investigated the moderating role of teachers’ PE on teachers’ different-
source P-O fit–job satisfaction–turnover intention relationship. In general, this study shows 
that the relationship is different, depending on which dimension of turnover intention is 
looked at (i.e. intention to leave or intention to move). Our moderated mediation analyses 
showed the following key findings.  
First of all, this study showed that teachers’ intention to move is directly influenced by 
teachers’ fit between their own school values and the school culture (i.e. different-source P-
O fit), while teachers’ intention to leave is not. As P-O fit largely depends on the organisation 
(here, the school) rather than on the profession, this result might seem obvious. However, 
based on studies outside and inside education, we expected an inverse relationship both 
between P-O fit and intention to leave and P-O fit and intention to move. The fact that there 
is no direct effect between P-O fit and intention to leave could be attributed to the way we 
measured P-O fit. It is possible that the direct effect of teachers’ perceived fit on intention to 
leave, as found by Grogan and Youngs (2011), could not be confirmed because we measured 
P-O fit relying on other referents than the focal person to provide the O-component. Based 
on previous research, we know the effect of different-source fit on behavioural outcomes 
might be smaller than that of same-source fit (Kristof-Brown et al. 2005). However, a direct 
effect between teachers’ different-source P-O fit and intention to move was found and 
confirms evidence showing a direct effect of teachers’ same-source P-O fit on intention to 
move (Pogodzinski et al., 2013). In this regard, we conclude that the misfit between teachers’ 
preferred school values and the school culture does not lead to an increased intention to 
leave but might cause an increased intention to move to another school where they might fit 
in better.  
Second, although no direct effect of teachers’ P-O fit on the intention to leave was found, 
this study showed teachers’ P-O fit indirectly influences both teachers’ intention to leave and 
teachers’ intention to move through job satisfaction. In other words, as long as the teachers’ 
levels of job satisfaction are high, the following is true: the more a teacher’s own preferred 
school values fit with the school culture the lower his/her intention to leave or to move. This 
is in line with our expectations and confirms the results found by Wheeler and colleagues 
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(2007). Based on the non-significant direct effect of teachers’ P-O fit on intention to leave, 
we might conclude different-source P-O fit does not influence teachers’ intention to leave. 
However, this study shows that different-source P-O fit does have an effect but in an indirect 
way through job satisfaction. These results reconfirm research findings inside and outside 
education (e.g. Lambert, Hogan & Barton, 2001), indicating the importance of job satisfaction 
for the intent to turnover and are supportive of postulations that the work environment is 
very important in shaping teachers’ job satisfaction. Job satisfaction is not only a key 
mediating variable between the fit with the school and the intention to move but also 
between the fit with the school and the intention to leave. 
Third, in contrast with what we expected, we found PE is relatively unimportant within the 
P-O fit–job satisfaction–turnover intention relationship. While we found that PE significantly 
moderates the inverse relationship between job satisfaction and intention to leave, the 
rather small regression coefficient indicates PE does not play a big moderating role. This 
result was already suggested by the correlation matrix showing a significant but small 
association between PE-OE and the intention to leave. Moreover, we did not find that 
teachers’ employability perceptions in another school moderate the relationship between 
job satisfaction and intention to move. Dissatisfied teachers are likely to move to another 
school although they might assume it will be difficult to find a job in another school. We 
believe this contrasting result can be explained by the context of this study. Within Flemish 
education, it is relatively easy to switch to another school. When teachers get tenured, they 
have the right to move to another school within the group of schools of the school board. 
Tenured teachers can even ask for a job in another school outside this group of schools, 
without losing their tenure rights. This makes teachers consider it relatively easy to find a job 
in another school. A second explanation for this contrasting result is that Wheeler and 
colleagues (2007) measured PE and turnover intention in a different way than we did in our 
study. They measured a more generalised impression of plans to stay or leave the job instead 
of the intention to leave and intention to move separately. A sample item of their turnover 
intention scale was: “I will probably look for a new job in the next year”. Moreover, they 
measured PE in a more general way. A sample item of their scale was: “If I were to quit my 
job, I could find another job that is just as good”.  Fourth, in contrast with our 
expectations, we did not find that PE-OE or PE-OS moderates the negative and indirect effect 
of P-O fit on intention to leave/intention to move. In other words, this study found that job 
satisfaction mediates the indirect negative relationship between P-O fit and turnover when 
PE is low and when it is high. This result suggests that although teachers think it will be 
difficult to find another job in another profession or other school, they are likely to leave 
education or the school if they are dissatisfied with their job and their preferred school values 
misfit with the school culture. We cannot compare these results with the study results of 
Wheeler et al. (2007) since they did not test the conditional indirect effect of P-O fit on 
turnover intention. They separately tested a hierarchical mediated regression and 
hierarchical moderated regression as outlined by Baron and Kenny (1986). 
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Lastly, as shown by previous research (e.g. Harris & Adams, 2007; Borman & Dowling, 2008), 
we found that male teachers were more likely to leave teaching. Moreover, in line with 
previous research (e.g. Scafidi, Sjoquist & Stinebrickner, 2007), we found that teachers in 
schools with a high percentage of low SES students are more likely to move to another 
school. Yet, based on the rather small regression coefficients compared to the central 
research variables in the model both control variables seem to be only weakly related to 
teachers’ turnover intention.  
Limitations and directions for further research 
Several limitations of our study cause us to be prudent about our findings. First, we used a 
single method for collecting our data. Some might argue that common method bias might 
inflate correlations between variables (e.g. Kristof-Brown et al., 2005). Hence, we advise 
researchers in this field to combine methods within quantitative or qualitative designs or use 
a mixed-method design. However, we avoided single-source bias by measuring different-
source instead of same-source P-O fit. Second, this study could be criticised for the way 
different-source P-O fit was calculated, namely by means of the correlation between 
preferred and aggregated perceived school values. Though widely adopted, considering it 
results in a conservative P-O fit estimate, some authors stress on the shortcomings of 
correlations. It is suggested that polynomial regression be adopted to avoid collapsing 
person and organisation measures into a single score (Edwards, 1994). Nevertheless, our 
estimate remains valid since we aimed for a holistic assessment of fit, consistent with the 
notion that fit implies similarity across values profiles and not similarity in considering one 
value at a time (Judge & Cable, 1997; Kristof-Brown et al., 2005). Third, it should be noted 
that some variables were measured with short-item scales. Though these scales show a 
satisfactory reliability, it is important to test our results with more extensive and wide-
ranging scales. Finally, the cross-sectional research design restricts the extent to which 
cause-effect relations can be inferred. Longitudinal research design will be better suited for 
addressing the causal status of the research variables.  
Beyond addressing study limitations, the present analysis suggests other interesting 
directions for future research. First, we are convinced further research should incorporate 
multiple measures of fit simultaneously such as person-job (P-J) fit and P-O fit while looking 
at both intention to leave and move. Although previous research shows both P-J and P-O fit 
are associated with the intention to turnover (Lauver & Kristof-Brown, 2001), it might be that 
P-O fit is rather associated with the intention to move while P-J fit is rather associated with 
the intention to leave. Second, it would be interesting to integrate both perceptional data on 
turnover intentions and employability and objective information on actual turnover and 
teacher labour market in further research. We did not examine actual leaving or moving; we 
merely asked about the intention for leaving or moving among teachers who had not yet left 
or moved. In this regard, we believe further research also needs to investigate the 
relationship between teachers’ characteristics (e.g. effectiveness, marketability) in the 
context of PE, P-O fit, job satisfaction, and turnover intention. A study by Wilk and Sackett 
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(1996) found, for example, that highly skilled employees have a higher PE. Third, it would be 
worthwhile to consider work conditions and/or events preceding teachers’ (mis)P-O fit. 
Previous research suggests that a school’s HRM may be relevant in this respect (Vekeman, 
Devos & Valcke, 2016). Furthermore, even though the three variables that were analysed in 
this study explained 24% of the variance in the intention to leave and 43% of the variance in 
the intention to move, much of the variance is not explained. In this regard, further research 
could consider other possible moderating variables (e.g. relationship with colleagues, 
person-group fit) and mediating variables such as commitment and burnout apart from job 
satisfaction which have been linked previously to P-O fit and turnover intentions (e.g. 
McInerney et al., 2015; Pietarinen et al., 2013; Pyhältö, Pietarinen & Salmela-Aro, 2011). Finally, 
it might be interesting to study teachers' P-O fit–job satisfaction–turnover intention 
relationship in other national educational contexts. Although most of the existing research 
on P-O fit and turnover intention is conducted in the Western context, a study by Chan and 
colleagues (2008) in Singapore suggests that cultural differences may moderate the 
relationship between P-O fit and turnover intention. However, cross-cultural and 
comparative research on the relationship between teachers’ P-O fit and turnover intention 
taking into account job satisfaction and PE is limited until now. 
Implications 
Besides these limitations and directions for further research, this study has clear implications. 
First, this study advanced our theoretical understanding on how teachers’ fit between own 
preferred school values and the school culture influences their turnover intention. To our 
knowledge, this study is one of the first investigating both the mediating role of job 
satisfaction and moderating role of PE in the different-source P-O fit–turnover intention 
relationship. While job satisfaction is often studied within the educational field, it has been 
rarely studied as a mediator in the P-O fit–turnover relationship. With regard to our results, 
we believe it is important to take into account the mediating role of job satisfaction in further 
research on the relationship between teachers’ P-O fit and turnover intentions. Furthermore, 
until today, PE has been largely ignored within the educational field. While outside education 
there is a large body of research on PE, we only found one educational study by Cross and 
Billingsley (1994) that took PE into account. They found that special educators, who perceive 
it possible to find a nonteaching position, were more likely to leave the profession. However, 
PE has never been used to better understand the P-O fit–turnover relationship. A final 
theoretical implication is that this study reconfirms the importance of looking at “intention 
to leave the profession” and “intention to move to another school” as two separate 
behavioural outcomes. Based on this study and in line with McInerney and colleagues (2015) 
and Kukla-Acevedo (2009), we believe that future models should continue to differentiate 
between “leavers” and “movers”.  
Second, practical implications are also related to our findings. Considering that school 
principals should seek to better understand more antecedents of turnover intentions to find 
better ways to manage teachers, this study is important as it identified P-O fit and job 
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satisfaction as negative predictors of turnover intention. This suggests that principals, who 
wish to retain teachers, need to make sure that teachers fit with the school culture to 
improve their job satisfaction, to ultimately lower their turnover intention. Based on previous 
research (e.g. Vekeman et al., 2016; Boon et al. 2011; Hoffman et al. 2011), we believe principals 
can influence the teachers’ same-source and different-source fit (and as a result their job 
satisfaction) through their HRM. Vekeman and colleagues (2016) found, for example, both 
principals’ strategic orientation (i.e. degree of alignment between school goals and HRM) 
and HR orientation (i.e. degree of investment in teachers) in the configuration of HR 
practices influence teachers’ P-O fit. Finally, we believe this study also holds implications for 
policy-makers. As this study shows that it is important to differentiate between “leavers” and 
“movers”, policy-makers should be prudent and base their policy decisions related to teacher 
turnover on studies which look at a more generalised plan to stay or leave. As such, both 
principals and policy-makers need to be aware of the different factors that lead to reduced 
intentions of teachers to leave education on the one hand and those that lead to reduced 
intentions to move to other schools on the other hand.  
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Appendix A 
Syntax of moderated mediation path analysis for intention to 
leave the profession in lavaan 
 
model <- '# direct effects 
 
 intention to leave ~ c1*P-O fit 
 intention to leave ~ b2*perceived employability outside education 
 intention to leave ~ b3*job satisfaction × perceived employability outside 
education 
 
 # mediator 
 
 job satisfaction ~ a1*P-O fit + gender + age + years of experience + school SES 
 intention to leave ~ b1*job satisfaction + gender + age + years of experience + 
school SES 
 
 # residual covariances 
 
 job satisfaction ~~ perceived employability outside education 
 job satisfaction ~~ job satisfaction × perceived employability outside education 
 job satisfaction × perceived employability outside education ~~ perceived 
employability outside education 
 P-O fit ~~ job satisfaction × perceived employability outside education 
 P-O fit ~~ perceived employability outside education  
 
  # conditional indirect effect of X on Y  
 
 # at specified levels of V 
 
 CIEXY1 := a1*(b1+b3*-1.02) 
 CIEXY2 := a1*(b1+b3*0)  
 CIEXY3 := a1*(b1+b3*1.02) 
 
 # direct and indirect effect of X on Y 
 
 indirect: = a1*b1 
 direct: = c1 
 total: = c1 + (a1*b1)' 
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Chapter 7 
Principals’ configuration of a bundle of HR 
practices. Does it make a difference for the 
relationship between teachers’ fit, job 
satisfaction and the intention to move to another 
school?  
Abstract 
The purpose of this study is to explore whether the relationship between teachers’ person–
organisation (P-O) fit, job satisfaction and intention to move to another school varies 
depending on the way a bundle of human resource (HR) practices is configured in education 
(see Figure 1). Drawing on strategic human resource management literature, a strategic and 
human resource orientation is considered to provide insight into the configuration of HR 
practices. A mixed methods design was used to collect both qualitative and quantitative data 
from principals and teachers in 56 Flemish primary schools. The qualitative data, which 
provides insight into principals’ configuration of HR practices, were converted into numerical 
scores and analysed, together with the quantitative teacher data, using multiple group path 
analysis. The key findings show that the relation between P-O fit and intention to move 
operates differently depending on the HR orientation of the teacher’s principal but not on 
their strategic orientation. This finding supports the need for closer attention to be given to 
the investment of new teachers and the impact this has on the direct and indirect effect of 
teachers’ P-O fit on teachers’ intention to move. 
Introduction 
Worldwide, teacher turnover is an ongoing concern (Hong, 2010) as it negatively affects 
student achievement, has important psychological consequences for both teachers and 
schools, and causes a range of organisational problems (Ronfeldt et al., 2013). A fundamental 
precursor of actual turnover is turnover intention (Griffeth et al., 2000; Tett & Meyer, 1993), 
which refers to the intention to leave the organisation one is working for or to quit one's 
profession and change career paths. Over the past decade, different antecedents of 
teachers’ turnover intentions have been identified, such as student demographics, teacher 
characteristics, and/or working conditions (e.g. Borman & Bowling, 2008). Yet, only recently 
have educational researchers emphasised the importance of teachers’ fit within the school 
or, in other words, teachers P-O fit (Youngs et al., 2015). P-O fit has been defined as “the 
compatibility between people and organisations that occurs when: (a) at least one entity 
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provides what the other needs or (b) they share similar fundamental characteristics or (c) 
both” (Kristof, 1996, pp. 4-5). This interest in teachers’ P-O fit is influenced by research in the 
field of I-O psychology, which shows the positive effects of a P-O fit on attitudinal and 
behavioural outcomes (Hoffman and Woehr, 2006; Kristof-Brown et al., 2005). Until now, 
outside of and inside the educational field, P-O fit has mostly been conceptualised as the 
congruence between teachers’ values or goals and schools’ shared values or goals (i.e. the 
school culture). Following  several educational studies indicating that such a concept of P-O 
fit increases teachers’ job satisfaction and organisational commitment and decreases 
teachers’ turnover intentions (Chan et al., 2008; Jones et al., 2013; Pogodzinski et al., 2013; 
Vancouver & Schmitt, 1991; Vancouver, Millsap & Peters, 1994), we believe it is important to 
look at the value fit of teachers within the school culture. Teachers’ P-O fit in general, and in 
the context of teachers’ turnover intentions more specifically, is still an emerging field when 
compared with the large body of P-O fit research outside of education, and it is one in which 
important gaps in knowledge can be identified. 
First, while the majority of existing studies on teachers’ P-O fit found rather low or moderate 
correlations between teachers’ P-O fit and turnover intention (e.g. Pogodzinski et al., 2013; 
Skaalvik & Skaalvik, 2011), very few studies have explored why only a weak relationship 
occurs. Outside the field of education, evidence has been found for a combined effect of 
both P-O fit and job satisfaction on turnover intention (Kristof-Brown et al., 2005). However, 
most educational researchers tend to test teachers’ P-O fit/job satisfaction and teachers’ P-
O fit/turnover relationship independently (e.g. Grogan & Youngs, 2011). Taking into account 
such a limitation in the current research, this study focuses on the direct and/or indirect 
effects of P-O fit on turnover intention through teacher’s job satisfaction. 
Second, and more importantly, given that P-O fit is only moderately correlated with turnover 
intention, we believe, in line with Youngs et al. (2015), that it is also necessary to examine a 
school’s organisational context. Research outside of education shows, for example, that an 
organisation’s strategic human resource management (SHRM) is related to employees’ 
degrees of P-O fit (e.g. Boon et al., 2011). Boon et al. (2011) found that people report a better 
fit when HR practices are in place, which ensures that employees have the required skills and 
abilities for performing their tasks (e.g. by a critical selection of new employees), employee 
motivation is encouraged (e.g. by a fair appraisal of employees’ performances), and that 
employees get the opportunity to participate (e.g. by having the opportunity to work in a 
team). Moreover, different studies point to a positive relationship between SHRM and job 
satisfaction on the one hand (Den Hartog et al., 2016) and employee turnover decisions on 
the other (Arthur, 1994; Huselid, 1995). However, to our knowledge, no educational research 
is available identifying how teachers’ P-O fit relates to their turnover intentions (through job 
satisfaction) while taking into account the school’s SHRM. Investigating this relationship 
would be insightful as it might uncover how principals could increase the positive effects of 
teachers’ P-O fit on turnover intention through SHRM. 
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Taken together, the present study investigates whether the P-O fit/job satisfaction/turnover 
intention relationship varies depending on the way a bundle of HR practices is configured in 
the school. More specifically, we focus on teachers’ intentions to move to another school, 
which is important to distinguish from the intention to leave the teaching profession since 
‘leavers’ and ‘movers’ make turnover decisions based on different reasons (Kukla-Acevedo, 
2009). While some educational researchers have defined turnover intention as ‘the 
willingness to leave the teaching profession’ (Liu & Onwuegbuzie, 2012), in most studies it is 
operationalised as the sum of ‘leavers’ and ‘movers’ (e.g. Conley and You, 2016; Martin et al., 
2012; Pomaki et al., 2010; Skaalvik & Skaalvik, 2011; You and Conley, 2014). Yet, as previous 
research has shown, the management of schools is especially important for teachers’ 
intentions to move to another school (rather than their intention to leave the profession) 
(Kukla-Acevedo, 2009); for this reason, we chose to focus explicitly on teachers’ intention to 
move.  
This article is organised as follows. First, we set out how SHRM and the configuration of HR 
practices in education is conceptualised. Furthermore, in the theoretical framework, we 
discuss the concept of P-O fit and its relationship with teachers’ job satisfaction and the 
intention to move. Moreover, we discuss how we expect the relationship to be different for 
new teachers according to how HR practices are configured. Once this is done, we introduce 
our study’s setting: the context of Flemish primary education. This is followed by a discussion 
of our research methodology and then a presentation of our results. Finally, we conclude by 
discussing this study’s contribution to the literature and suggestions for further research. 
Theoretical framework 
SHRM and the configuration of a bundle of HR practices in education 
Drawing on the literature on organisations and management, policy makers stress the value 
of adopting SHRM as a key strategy for raising the quality of schools (e.g. Leisink & Boselie, 
2014; Smylie et al., 2004). SHRM can be defined as “management decisions in different 
organisational contexts related to policies and practices that shape the employment 
relationship and are explicitly aimed at achieving individual employee, organisational and/or 
societal goals” (Boselie, 2014, p.5). More specifically, SHRM includes four separate 
dimensions: ‘strategic’, ‘human’, ‘resource’ and ‘management’. The ‘strategic’ dimension 
refers to strategy, strategic decision-making, and notions of the alignment of decision-
making within the internal and external contexts (Wright & McMahan, 1992). HR practices 
should fit the organisational goals (i.e. a vertical fit) and HR practices need to be aligned to 
one another (i.e. a horizontal fit) (e.g. Kepes & Delery, 2007). Second, the ‘human’ dimension 
refers to employees and employment relationships (Paauwe, 2004). Third, the ‘resource’ 
dimension represents the value of the workers with regard to achieving goals and gaining 
organisational success in line with the resource-based view (RBV) (Barney, 1991). The RBV 
paradigm states that organisations achieve value through HR practices that are aligned with 
employees’ characteristics (Wright, Dunford & Snell, 2001). Finally, the ‘management’ 
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component refers to decision-making aimed at attaining adequate employee attitudes and 
behaviour in view of organisational goal achievement. 
Existing educational literature has increasingly focused on (S)HRM by studying single, 
isolated HR practices, such as hiring (e.g. Ingle et al., 2011) or induction (e.g. Ingersoll and 
Strong, 2011). While these studies have generated insights into the differences, constraints, 
and effects of these practices, little evidence is available on how several HR practices are 
configured as a whole (Runhaar, 2017; Smylie & Wenzel, 2006). Outside of the educational 
field, however, much conceptual and empirical attention has been given to bundles of HR 
practices. Research suggests that the effects of (S)HRM do not stem from single practices 
alone but from a configuration of mutually reinforcing HR practices.  
Given such findings, this study looks at the configuration of a bundle of HR practices. More 
specifically, it focuses on the configuration of a ‘mini-bundle’ of HR practices for a specific 
group of teachers. In this sense, we focus on HR practices for ‘new teachers’, considering 
their support needs (TALIS, 2008) and the need for consistent HR practices (e.g. Koppich et 
al., 2013; Kwan, 2009). Three key HR practices that are critical for attracting and retaining 
new teachers are central to this study: teacher hiring, induction, and awarding the tenure-
track position to new teachers. Furthermore, this study focuses on the role of principals in 
the configuration of HR practices for new teachers, given their level of responsibility and 
autonomy in this area (Donaldson, 2013; Milanowski & Kimball, 2010; TALIS, 2014). 
To provide insight into the configuration of HR practices for new teachers, we consider a 
‘strategic orientation’ (e.g. Wright and McMahan, 1992) and a ‘human resource orientation’ 
(e.g. Barney, 1991). Both orientations have already been used to develop a typology of HRM 
in non-profit organisations (Ridder et al., 2012) and in primary education (Vekeman, Devos & 
Valcke, 2016) and are assumed to be influential for the configuration of a bundle of HR 
practices (Arthur & Boyles, 2007). We assume, in line with Ridder et al. (2012), that strategic 
and HR orientations can range from high to low as the degree of emphasis on each dimension 
can vary.  
Strategic orientation 
The ‘strategic orientation’ is defined by the strategic goals of an organisation. According to 
the SHRM literature, organisational goals help to align HR practices. Instead of being 
dependent on maximising shareholder value, as in for-profit organisations, for schools, goals 
largely depend on differences in values and missions (Bamburg & Andrews, 1991). Therefore, 
as with most public sector organisations, schools reflect differences in ‘performance’ due to 
multiple stakeholders having heterogeneous interests and conflicting needs and views about 
organisational values. As a result, in contrast to for-profit organisations, it might be difficult 
to achieve a vertical HRM fit in schools (Leisink & Boselie, 2014). Furthermore, both the 
alignment of school goals with HRM (i.e. a vertical fit) and the alignment of HR practices, 
such as teacher hiring and induction, with each other (i.e. a horizontal fit) can be complicated 
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by the external (labour market) context (e.g. teacher shortage and high teacher turnover) 
and external (institutional) demands and rules (e.g. seniority rules and the network setting 
of a school). Therefore, we believe that the configuration of a bundle of HR practices for new 
teachers will vary according to the principal’s strategic orientation. A strategically orientated 
principal succeeds in achieving a vertical and horizontal fit while considering the external 
context. A vertical fit can be achieved, for example, when a principal makes a clear effort to 
recruit and select teachers who really fit into the school culture (although it might be difficult 
to find a perfect match as a result of a general teacher shortage). Moreover, a vertical fit is 
achieved by, for example, using clear selection criteria which are aligned with the school 
goals, by involving different colleagues (e.g. teachers and teacher leaders) into the hiring 
process, and by using specific and strategic interview questions or cases when interviewing 
candidates. Furthermore, when awarding the tenure-track position to teachers, a vertical fit 
can be achieved when principals make a thoughtful tenure-track decision, meaning they only 
retain teachers who fit into the school culture (although this decision might be complicated 
by seniority rules). A horizontal fit can be achieved when principals use the same or 
complementary selection criteria at the time of hiring and awarding the tenure-track position 
to teacher. Moreover, through the induction process, principals might supervise and observe 
teachers practices based on the same criteria or will stimulate teachers’ development and 
growth in order to accomplish the school’s goals. 
HR orientation 
The second dimension, ‘HR orientation’, is based on the RBV stating that organisations 
achieve value through HR practices that are aligned with employees’ characteristics. Again, 
in contrast with for-profit organisations, a school’s HR is decoupled from market-related logic 
and adopts a different view on HR investments. Research on new teachers identifies a need 
for support and professional development (Johnson et al., 2001; TALIS, 2008). The latter can 
be linked to teacher attraction and retention (e.g. Johnson et al., 2001), resulting in better 
classroom performance (e.g. Desimone et al., 2002) and teachers’ job satisfaction (e.g. Shen 
et al., 2012). In other words, a balanced HRM investment in new teachers (Boselie, 2014), 
which can create value for both schools and teachers, emphasises the support and 
professional development of new teachers. In this regard, this study suggests that HR 
orientated principals should configure a bundle of HR practices aimed at enhancing such 
attributes. 
P-O fit 
Despite a general consensus regarding what P-O fit is, the exact nature of “compatibility” in 
Kristof’s (1996) P-O fit definition (cf. introduction) has been conceptualised in various ways, 
including value congruence, goal congruence, needs-supplies fit, and demands-abilities fit 
(Kristof, 1996). In this study, we focus on the most frequently assessed dimension of P-O fit: 
value congruence, which involves the similarity between organisational values and those of 
the organisation’s employees (Kristof, 1996). Value congruence is a significant 
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conceptualisation of fit because values are fundamental and relatively enduring (Chatman, 
1991) and are the components of organisational culture that guide employees' behaviour 
(Schein, 1992). Moreover, we focus on value congruence in the context of the teaching 
profession since it is, according to Sahlberg (2010), typically driven by values. In teachers’ 
daily teaching and classroom management, they communicate and represent values. Our 
concern is whether individual teachers’ values are congruent with the values emphasised in 
the school where he or she is teaching. If teachers’ values are not compatible with the 
prevailing values in the school where he or she is teaching (i.e. a low degree of P-O fit), those 
values may be perceived as a barrier against acting according to one’s values and achieving 
one’s goals. 
Besides variations in P-O fit conceptualisations, there are three distinct ways of measuring P-
O fit in research (Kristof, 1996). One approach, referred to as the ‘perceived fit’, is to ask 
study participants to report on their general perceptions of the degree to which they fit with 
their organisation. A second approach, known as the ‘subjective fit’, is to ask participants to 
report on their own characteristics as well as those of their organisation or colleagues 
throughout their organisation (e.g. school values). A third approach, referred to as the 
‘objective fit’, involves asking the participant whose fit is being assessed to report on their 
characteristics while asking co-workers to report on the same characteristics for the 
organisation where the participant works (Youngs et al., 2015, p. 2). Both perceived and 
subjective P-O fit measures have been referred to as a “same-source index of fit” in order to 
distinguish it from a “different-source fit index”, in which referents other than the focal 
person are involved in providing the O-component of the fit index (van Vianen et al., 2007). 
Based on different meta-analyses (e.g. Kristof-Brown et al., 2005) we know that different-
source fit measures typically have lower correlations with both attitudinal and behavioural 
outcomes (e.g. job satisfaction, commitment, performance, and turnover) than same-source 
measures. Yet, other more recent meta-analyses assessing the effects of these various types 
of fit together have yielded different results and suggest that different-source measures of 
fit are strongly related to behavioural outcomes (Hoffman & Woehr, 2006; van Vianen et al., 
2007). These inconsistent results contribute to the debate over which type of fit is more 
meaningful, with strong arguments existing for both same-source and different-source fit 
measures (Kristof-Brown &  Billsberry, 2013). According to Youngs et al. (2015), this points to 
a need to consider both ways of measuring fit (i.e. same- and different source fit). More 
specifically, given concerns that same-source fit is an attitudinal measure and is influenced 
by emotion, they encourage researchers to collect data that enables them to calculate 
different-source measures of fit. Therefore, in this study, we focus on different-source fit, 
which should be seen as a distinctly different domain than same-source fit (Kristof-Brown & 
Billsberry, 2013). 
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Relationship between P-O Fit, job satisfaction, and the intention to 
move  
An important framework that helps to explain how P-O fit might lead to the intention to 
move is the attraction–selection–attrition (ASA) framework (Schneider, 1987). The main idea 
of this framework is that organisations attract, select, and retain those people who share 
their goals. Furthermore, people are selected to be a part of the organisation and remain in 
the organisation if they fit with the organisation, or leave if they don’t fit with the 
organisation. In other words, the ASA framework hypothesises that fit will necessarily lead 
to retention (Schneider, 1987; Schneider et al., 1995) and is supported by a number of studies 
outside of (e.g. Hoffman & Woehr, 2006; Wheeler et al., 2007) and inside the educational 
context (e.g. Pogodzinski et al., 2013; Skaalvik & Skaalvik, 2011). In terms of the relationship 
between P-O fit and job satisfaction, Kristof (1996) theorised that the higher the degree of P-
O fit, the more satisfied employees will be in their job. While various studies confirm this 
positive relationship (Kristof-Brown et al., 2005), mixed results have been found within the 
educational context (Erdogan et al., 2002; Skaalvik & Skaalvik, 2011). Furthermore, Chatman 
(1991) hypothesised that job satisfaction results in retention, which has also been supported 
within the educational literature (e.g. Perrachione et al., 2008). Therefore, based on previous 
research outside of education (Liu et al., 2010; Wheeler et al., 2007), we expect job 
satisfaction to mediate the relationship between P-O fit and intention to turnover. Figure 2 
displays the path diagram for the hypothesised model. 
 
Figure 2. Path diagram for hypothesised path analysis model for the direct and indirect relationship 
between P-O fit and intention to move via job satisfaction. 
Differential effect of HR configuration on the relationship between P-O 
fit, job satisfaction, and the intention to move  
Based on the existing research outlined above, lower levels of teachers’ P-O fit is expected 
to increase teachers’ intention to move (by means of less job satisfaction) (Hoffman & 
Woehr, 2006; Pogodzinski et al., 2013; Schneider, 1987; Schneider et al., 1995; Skaalvik & 
Skaalvik, 2011; Wheeler et al., 2007). In other words, it is expected that a negative (or inverse) 
relationship exists between P-O fit and the intention to move. Moreover, research outside of 
education suggests that an organisation’s HRM might affect the degree of employees’ P-O 
fit (Boon et al., 2011), job satisfaction (Den Hartog et al., 2016), and turnover intention 
(Arthur, 1994; Huselid, 1995). Yet, until now, it is unclear whether the direct and indirect 
effects of P-O fit (through job satisfaction) on the intention to move is different depending 
on the strategic and HR orientation of the principal. In this regard, and in order to better 
understand and effectively intervene in teachers’ P-O fit, the purpose of this study is to 
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examine whether the direct and indirect negative effects of P-O fit on the intention to move 
varies according to the strategic orientation (low or high) or HR orientation (low or high) of 
the principal.  
First, we suppose that the direct negative effect of P-O fit on the intention to move will be 
stronger in schools where the principal is identified as having a low strategic orientation than 
in schools were the principal is identified as having a high strategic orientation. In other 
words, low P-O fit levels will increase teachers’ intention to move to a larger extent in schools 
with a principal who has a low strategic orientation than in schools with a highly strategically 
orientated principal. Compared to teachers in high strategic schools, teachers in low 
strategically orientated schools will have less chance of fitting with the school culture 
because they were not hired, inducted, and tenured strategically. As a result of lower P-O fit 
levels, teachers’ intention to move in the low strategic orientation group will increase to a 
larger extent than in the high strategic orientation group. Following Werbel and Demarie 
(2005), we expect highly strategically orientated principals, who strive for P-O fit, to make 
efforts to select, develop, and retain employees who demonstrate the key values necessary 
to achieve competitive advantage. In this regard, strategically orientated principals are likely 
to hire teachers based on their compatibility with the organisational culture using hiring 
criteria which are school culture specific, and they will focus on school goals and subsequent 
behaviour compatible with those values through induction practices. Moreover, these 
principals will make proactive decisions about the retention of new teachers; after one or 
two years of appointment, they will decide to retain a teacher or not based on school specific 
tenure-track criteria. Only those teachers who really fit the school culture will be retained.  
Second, we expect that the negative direct effect of P-O fit on the intention to move will be 
stronger in schools where the principal is identified as low HR orientated than in schools were 
the principal is identified as high HR orientated. In other words, low P-O fit levels will increase 
teachers’ intention to move to a larger extent in the low HR orientation group than in the 
high HR orientation group. The rationale is that the more principals invest in new teachers by 
taking into account their specific needs, the better teachers’ preferred values fit the school 
culture. In other words, we expect that teachers’ P-O fit level will be higher in the high HR 
orientation group. Similarly, as for the strategic orientation, we suppose that higher P-O fit 
levels in the high HR orientation group will decrease teachers’ intention to move to another 
school. As principals with a high HR orientation will take into account the developmental 
needs of new teachers, they will provide individualised support and stimulate the 
professional development of new teachers during the first years of their careers. Based on 
self-determination theory (Deci & Ryan, 1985), we know that management styles which 
support autonomy needs, reward structures or performance systems that provide feedback 
about one’s competency, or activities that satisfy relatedness needs would be expected to 
increase employee satisfaction (Deci et al., 1989). Moreover, research has shown that 
organisational cultures promoting psychological need satisfaction increase employees’ 
internalisation of organisational values (i.e. P-O fit) and norms (Lynch et al., 2005; Ryan, 
1995).  
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Third, as we might expect that a low strategic or HR orientation decreases teachers’ P-O fit 
and that a lower level of P-O fit in turn decreases job satisfaction (e.g. Erdogan et al. 2002; 
Kristof-Brown et al. 2005), we believe that the indirect negative effect of teachers’ P-O fit on 
the intention to move (through teachers’ job satisfaction) will be stronger both for schools 
were the principal is identified as having a low strategic orientation or is low HR orientated. 
In other words, higher P-O fit levels (in schools with both highly strategic and HR orientated 
principals) will have a more positive impact on job satisfaction, which in turn will decrease 
the teacher’s intention to move. 
Methods 
Research design and participants 
This study followed a convergent mixed methods design in which both qualitative and 
quantitative data were collected simultaneously (Creswell, 2012). Qualitative data (obtained 
through interviews with school principals) were converted into numerical scores, analysed 
statistically and then combined with quantitative data (obtained by a teacher survey). Data 
was collected from 56 primary schools in Flanders (Belgium), run by principals with 3 or more 
years of experience. In each school, the principal was interviewed about HR practices for new 
teachers and was asked to hand out a survey to all teachers in the school. Surveys from 847 
teachers in 56 schools were returned. Teacher data was used to determine preferred school 
values and perceived school values. Different-source P-O fit (based on a comparison of 
preferred and aggregated perceived school values) was calculated and job satisfaction and 
turnover intention was measured for only a subset of teachers (n=271). This subset consisted 
of teachers working at least three years in the school and hired by their current principal. The 
‘experience’ criterion guaranteed that teachers had experienced current hiring, induction, 
and tenure-track practices. Furthermore, the criterion ‘hired by the current principal’ was 
critical to be sure teachers experienced the hiring, induction, and tenure-track practices 
explained by their principal during the interview. This subset of teachers was further used in 
the analysis. Of the 271 teachers, 264 completed the whole survey. Only completed surveys 
were used.  
Measures 
The configuration of a bundle of HR practices 
Semi-structured interviews were used to identify how principals configure a bundle of HR 
practices for new teachers. To analyse the interview data, deductive coding was utilised 
based on the dimensions ‘strategic orientation’ (e.g. Wright & McMahan, 1992) and ‘human 
resource orientation’ (e.g. Barney, 1991). Categories developed in a previous study (Vekeman 
et al., 2016) were used for each dimension. Along the strategic orientation dimension, the 
analytical categories included: ‘school goal alignment’ and ‘coping with external challenges’. 
The category ‘school goal alignment’ reflects the vertical fit (i.e. the alignment between the 
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schools’ goals and HR practices) and the horizontal fit (i.e. the degree that HR practices 
pursue the same or complementary school goals). The category ‘coping with external 
challenges’ reflects the way principals approach external challenges. The principals were 
scored low/high on strategic orientation when: 1) a weak/strong vertical or/and horizontal fit 
was noticed and 2) a reactive/proactive approach was taken towards external challenges. 
The HR orientation of principals was analysed looking at the extent to which the principal 
considered the development needs of their new teachers in the application of HRM. The 
principals were scored low/high on the HR orientation when teachers were seen as resources 
that needed to be deployed or selected/be developed. Based on these categories, within-
case analysis was conducted and all 56 schools were classified according to two possible 
strategic orientations (low or high) and two possible HR orientations (low or high). Twelve 
principals were identified as having a high strategic orientation and 44 as having a low 
strategic orientation. Furthermore, almost half of the principals (n=25) were identified as 
high HR orientated while the other half (n=31) were classified as low HR orientated.  
A number of procedures were applied to increase the validity of this classification. First of all, 
we made use of peer review and debriefing (Creswell & Miller, 2000). This implied that the 
first two authors of this article and a third researcher were involved in designing the initial 
interview protocol and conducting the initial analysis of the data. This approach was 
particularly important during data analysis when data was being interpreted. Secondly, to 
attempt to draw valid conclusions from the data, considerable time was spent reading and 
re-reading the interview transcripts, which, according to Patton (1980), increases validity. 
Finally, after receiving training, a researcher who was not familiar with the study 
independently coded the data for both the HR and strategic orientations of principals. Ten 
interviews were double-coded. Coding differences were analysed and discussed and finally 
resolved by returning to the interview transcripts and specific codes (Miles & Huberman, 
1994). 
Different-source P-O fit 
Different-source P-O fit, in which referents other than the focal person are involved in 
providing the O-component of the fit index, was measured using the school culture scale 
(Dumay, 2009). This scale includes four aspects of school culture reflected in different school 
values (i.e. the status of disciplinary guidelines and rules; the degree of emphasis placed on 
academic achievement; the status of innovation; teacher collaboration and collegiality). 
Following a procedure by Cooke and Rousseau (1988), all teachers were asked to rate each 
item twice, first by following the cue ‘my school thinks it’s important’ (for perceived school 
values) and then ‘I think it’s important’ (for preferred school values). All items were anchored 
on a five-point scale, ranging from 1 = ‘strongly disagree’ to 5 = ‘strongly agree’. By comparing 
the aggregated mean scores for perceived school values and individual scores for preferred 
values, different-source P-O fit was calculated. A intraclass correlation (ICC(2)) of 0.79 and 
mean rwg(j) value of 0.91 justified aggregation of perceived school values (n=847) up to the 
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school level (n=56). Next, the P-O fit score was calculated for the subset of teachers, building 
on the correlation between the 19 pairs of preferred and aggregated perceived school value 
items. These fit scores ranged from -0.541 to 0.925 (M=0.342), with positive numbers pointing 
at a good fit and negative numbers indicating a poor fit. 
Job satisfaction 
Job satisfaction was assessed using a four-item scale developed by Caprara et al. (2003). 
Sample items are: 'I am satisfied with my job’ and ‘I am satisfied with what I achieve at work’ 
(∝ 0.83). All items were anchored on a five-point scale, ranging from 1 = ‘strongly disagree’ 
to 5 = ‘strongly agree’. 
Intention to move 
Intention to move was measured using a three-item scale by Mobley et al. (1978). A sample 
item is: (1) ‘I think a lot about leaving the organisation’. To measure intention to move, ‘the 
organisation’ was replaced by ‘this school’. The scale demonstrated a good reliability: ∝
=0.87. All items were anchored on a five-point scale, ranging from 1 = ‘strongly disagree’ to 
5 = ‘strongly agree’. 
Data analysis 
Based on our theoretical framework, we analysed the data via path analysis in order to 
investigate relationships among variables of interest while estimating both the direct and 
indirect effects of P-O fit on teachers’ intentions to move. Path analysis allows us to specify 
that one or more variables are simultaneously dependent variables in one relationship and 
independent variables in another. Here, P-O fit was specified as an independent variable 
whereas job satisfaction was hypothesised as acting as a mediator. Moreover, path analysis 
allows us to estimate the magnitude and test the significance of indirect effects. Finally, the 
multiple group version of path analysis allows us to test whether specific paths of interest 
differ across groups, which was used to determine if the effect of P-O fit was different 
according to the HR configuration in the school.  
As we cannot ignore the nested structure of our sample (teachers are nested within schools), 
we performed a path analysis using the R package lavaan (Rosseel, 2012) and lavaan.survey 
(Oberski, 2014), which takes the clustered structure of our data into account. The need to 
address the clustering issue in the data was shown by the ICC’s for both job satisfaction and 
the intention to move. ICC is the proportion of the total variance explained by group 
membership, and larger ICC’s indicate that respondents are more alike (Bliese, 2000). 
According to Hox (2010), in educational contexts, ICC values of .10 are considered as medium 
and those of .15 as large. The variables ‘job satisfaction’ and ‘intention to move’ had ICC’s of 
0.16 and 0.14 respectively. Ignoring the nested structure of the data would therefore lead to 
incorrect results. 
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Results 
Descriptive statistics 
Table 1 displays the means and standard deviations on the three variables included in the 
model for both the entire sample and the strategic and HR orientation groups. As shown, 
teachers’ preferred values moderately fit the perceived school values. The mean P-O fit score 
of 0.342 (SD = 0.304) is comparable with mean scores reported in previous research (e.g. van 
Vianen et al., 2007). According to French et al. (1982), moderate levels of correlation between 
P and O components are likely to occur, and correlations of 0.40 and lower are acceptable. 
Furthermore, the results demonstrate that teachers are, in general, satisfied with their jobs 
(M = 4.234; SD = 0.603). The mean score for the intention to move (M = 1.403; SD = 0.586) is 
comparable with the mean score found in earlier research in different countries (Jones et al., 
2013; McInerney et al., 2015; Pogodzinski et al., 2013), indicating that teachers have a low 
intention of moving. Furthermore, the statistics show that teachers in schools with a principal 
who has a high strategic orientation or is high HR orientated on average have a significantly 
better P-O fit when compared with teachers from schools with a low strategic (F = 10.026, p 
≤ 0.01, Cohen’s d = -0.549) or a low HR orientated principal (F = 22.344, p ≤ 0.001, Cohen’s d = 
-0.577). Moreover, it was found that teachers from schools with a high HR orientated 
principal have significantly higher levels of job satisfaction (F = 3.848, p ≤ 0.05, Cohen’s d = -
0.242) and a lower intention of moving when compared with teachers from schools with a 
low HR orientated principal (F = 5.540, p ≤ 0.05, Cohen’s d = 0.291).  
Table 1. Estimated means, standard deviations, and differences between HR configuration groups. 
 Overall 
mean 
(SD) 
Low strategic 
orientation mean 
(SD) 
High strategic 
orientation mean 
(SD) 
ANOVA Effect size 
(Cohen’s d) 
P-O fit 0.342 
(0.304) 
0.317 
(0.305) 
0.473 
(0.261) 
F=10.026** -0.549 
Job 
satisfaction 
4.234 
(0.603) 
4.209 
(0.623) 
4.358 
(0.474) 
F=2.248 -0.269 
Intention to 
move 
1.403 
(0.586) 
1.422 
(0.606) 
1.303 
(0.465) 
F=1.524 0.221 
  Low HR 
orientation mean 
(SD) 
High HR 
orientation mean 
(SD) 
ANOVA Effect size 
(Cohen’s d) 
P-O fit  0.261  
(0.271) 
0.430  
(0.313) 
F=22.344*** -0.577 
Job 
satisfaction 
 4.164  
(0.627) 
4.309  
(0.568) 
F=3.848* -0.242 
Intention to 
move 
 1.483  
(0.642) 
1.315 
(0.506) 
F=5.540* 0.291 
Note: *p≤0.05; **p≤0.01; ***p≤0.001. 
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Direct and indirect contributions of P-O Fit 
Single group model 
First, the direct and indirect effects of P-O fit on the intention to move for the entire sample 
were tested. Therefore, the path model displayed in Figure 2 was fitted into a single group 
model, in which relationships were assumed to be the same across the strategic orientation 
and HR orientation groups. After controlling for the main effect of job satisfaction, P-O fit 
had no significantly direct effect on the intention to move (z = -1.914, p = 0.056). Yet, since 
the significance level lies between 0.05 and 0.10, the direct effect of P-O fit on the intention 
to move can be seen as ‘marginally significant’. This means that this is a potentially interesting 
effect which should be interpreted with caution (Beins & Beins, 2012). Moreover, the path 
model showed there was a significant indirect path between P-O fit and the intention to 
move via job satisfaction (z = -4.623, p≤ 0.001). This model explained 34% of the variation in 
teachers’ intention to move. 
Multiple group model. Second, a series of multiple group path models were fitted to the data. 
We report the unstandardised regression weights, significance levels, and explained 
variances of the multiple group path analysis for the strategic orientation and HR orientation 
groups in Figures 3 and 4 respectively.  
 
Note:  a=0.099; *p≤0.05; **p≤0.01; ***p≤0.001. R²= explained variance. Solid lines indicate significant relationships (p≤0.05), 
dashed lines indicate non-significant relationships. 
 
Figure 3. A model for intention to move with teachers from high strategic orientated and low strategic 
orientated schools with unstandardised regression coefficients. 
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Note: *p≤0.05; **p≤0.01; ***p≤0.001. R²= explained variance. Solid lines indicate significant relationships (p≤0.05), dashed lines 
indicate non-significant relationships. 
 
Figure 4. A model for intention to move with teachers from high HR orientated and low HR orientated 
schools with unstandardised regression coefficients. 
Using multiple group path analysis, a model in which all parameters differed across the low 
and the high strategic orientation group was compared with a model in which all parameters 
were fixed to be the same across both groups. Results showed the models did not 
significantly differ (Δχ²(3) = 1.131, p ≥ 0.05). On the other hand, a model in which all 
parameters differed across the low and the high HR orientation group was compared with a 
model in which all parameters were fixed to be the same across both groups. The results 
showed that the models significantly differed (Δχ²(3) = 8.667, p ≤ 0.05). In this sense, a model 
with a specific path of interest that was allowed to differ by HR orientation group was 
compared to a model in which all parameters were fixed to be the same across both groups. 
The model comparison results indicated that the direct effect of P-O fit on the intention to 
move (Δχ²(1) = 4.042, p ≤ 0.05) and the effect of job satisfaction on the intention to move 
significantly differed (Δχ²(1) = 6.761, p ≤ 0.01). The effect of P-O fit on job satisfaction did not 
significantly differ (Δχ²(1) = 0.000, p ≥ 0.05). 
To facilitate interpretation, direct, indirect, and total effects of both models in Figure 4 are 
presented in Table 2. As illustrated in Table 2, the low HR orientation group demonstrated a 
significant direct effect of P-O fit on the intention to move (z = -2.202, p ≤ 0.05) while the high 
HR orientation group demonstrated no significant direct effect of P-O fit on the intention to 
move (z = -0.879, p ≥ 0.05). Moreover, as expected, the negative relationship between 
teachers’ P-O fit and the intention to move was stronger for the low HR orientation group (β 
= -0.421) than for the high HR orientation group (β = -0.250). 
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Table 2. Direct and indirect unstandardised effects of P-O fit on intention to move, from multiple-
group path analysis. 
HR orientation  Low HR orientation High HR orientation 
Direct effects on intention to move β z β z 
P-O fit -0.384 -2.202* -0.129 -0.879 
Job satisfaction -0.611 -8.036*** -0.363 -4.780*** 
Indirect effects on intention to move     
P-O fit via job satisfaction -0.421 -3.071** -0.250 -3.418*** 
Total effects on intention to move     
P-O fit  -0.805 -3.651*** -0.379 -2.566* 
Note: *p≤0.05; **p≤0.01; ***p≤0.001. 
Discussion 
First, the single group (or full sample) path analysis results indicated that the proposed 
theoretical model performed as expected. In line with others, we found a direct relationship 
between P-O fit and the intention to move. More specifically, the results showed that the 
more teachers’ values fit the school culture, the less teachers have the intention to move to 
another school. Put differently, lower levels of teachers’ P-O fit increase teachers’ intention 
to move. However, the direct relationship between P-O fit and the intention to move was 
found to be only marginally significant in this study, meaning we should interpret this result 
with caution. The limited educational research that exists in this field has shown a significant 
effect of P-O fit on the intention to move (although only low to moderate correlations were 
found) (e.g. Pogodzinski et al., 2013). Yet, it is difficult to compare the results of this study 
with previous studies as previous research in this field mostly measured and conceptualised 
P-O fit in a different way. Pogodzinski et al. (2013), for example, conceptualised P-O fit as a fit 
with the ‘organisational preferences for attitudes and practices which permeate throughout 
a school’ (i.e. fit with the approach to teaching, fit with professional interests, fit with 
professional goals, etc.), which deviates from the way it was conceptualised here. Moreover, 
they measured same-source fit, which is different from the different-source fit measure used 
in this study. Based on previous research, we know that the effects of different-source fit on 
behavioural outcomes might be smaller than for same-source fit (Kristof-Brown et al., 2005). 
These diverging results point to the need for further research on the relationship between P-
O fit and the intention to move using various measures of P-O fit. Moreover, in line with 
previous research (e.g. Wheeler et al., 2007), we found that the relationship between P-O fit 
and the intention to move was mediated by job satisfaction. This means that as long as 
teachers’ levels of job satisfaction are high, the following is true: the more a teacher’s own 
values fit the school culture, the lower his/her intention to move to another school. This result 
points to the importance of job satisfaction for teachers’ intentions to move to another 
school.  
Second, while the results of the single group model analysis are interesting, the primary aim 
of this study was to examine variation in the direct and indirect effects of P-O fit on the 
intention to move by means of the school’s HR configuration. As expected, the results 
showed that the direct effect of teacher’s P-O fit on the intention to move was found to 
operate differently according to the HR orientation group. More specifically, for teachers in 
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schools with a low HR orientated principal, lower levels of P-O fit increased teachers’ 
intentions to move. This direct effect was absent for the high HR orientated group. In other 
words, for teachers in schools with a high HR orientated principal, lower levels of P-O fit did 
not increase teachers’ intentions to move. As we stated in the theoretical framework, we 
believe this can be explained by a higher P-O fit level of teachers in schools with high HR 
orientated principals. High HR orientated principals give new teachers individual support, 
stimulate professional development, make enough time for (in)formal talks, listen to new 
teachers’ needs, or give them time to work on weaknesses, all which increases teachers’ P-O 
fit. This was also supported by the significant difference we found in the P-O fit level between 
those in low versus high HR orientated schools, highlighting that teachers’ fit the school 
culture more in schools with a high HR orientated principal. Furthermore, the results suggest 
that P-O fit reduces the intention to move because of job satisfaction, both for teachers in 
low and high HR orientated schools, though the magnitude of the indirect effect differed. 
The indirect negative effect of P-O fit on intention to move was stronger in the low HR 
orientation group than in the high HR orientation group. We believe this might be explained 
by a significant lower level of teachers’ P-O fit and job satisfaction in the low HR orientation 
group.  
Third, in contrast to our expectations, no differences were found in the direct and indirect 
effect of P-O fit on the intention to move depending on the strategic orientation of the 
principal. Nevertheless, the mean difference in P-O fit between those in low versus high 
strategically orientated schools was found to be significant, illustrating that teachers in a 
school with a principal who has a low strategic orientation fit the school culture less than 
teachers in a school with a highly strategically orientated principal. Yet, this difference in P-O 
fit level does not cause a difference in the direct or indirect effect of P-O fit on the intention 
to move.  
Based on the results above, we might conclude that being supported as a new teacher by HR 
practices which take into account new teachers’ needs (i.e. HR orientation) seems to be more 
important than aligning these HR practices with schools’ goals (i.e. strategic orientation) for 
the effect of teachers’ fit with the school culture on their intention to move. In other words, 
while SHRM incorporates both ‘hard’ HRM aspects, such as school goal alignment and 
formulation, and ‘soft’ features of communication and consultation with teachers, the 
absence of the ‘soft’ aspect seems to have a bigger negative effect on the inverse 
relationship between P-O fit and the intention to move. In other words, schools that do not 
invest in new teachers will increase the negative effect of low levels of P-O fit (or misfit) on 
teachers’ intention to move. This might imply that schools which are not able to make 
strategic hiring decisions, are not able to strategically induct new teachers, or are not able to 
make proactive tenure-track decisions can still lower the effect of fit on the intention to move 
through the investment in new teachers by giving them chances to learn and adjust to the 
school culture. 
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Limitations 
While the results of this study offer useful evidence, there are some limitations to our analysis 
that warrant discussion. First, the measurement of different-source P-O fit was based on the 
correlation between preferred and perceived school values. Though widely adopted, some 
authors stress the shortcomings of the nature of correlations. For example, Edwards (1994) 
suggests adopting polynomial regression in order to avoid collapsing the personal and 
organisational measures into a single score. Nevertheless, our estimate remains valid since 
we aimed for a holistic assessment of fit (Kristof-Brown et al., 2005). Second, it should be 
noted that job satisfaction and intention to move were measured with short item scales. 
Although our scales demonstrate satisfactory reliability, it is important to test our results 
with more extensive and wide-ranging scales. Finally, a future longitudinal research design 
would be better suited to addressing the causal status of the research variables.  
Suggestions for further research 
Beyond addressing the study limitations, the present analysis suggests other interesting 
directions for future research. First, in further studies, the combination of both the strategic 
orientation and HR orientation in schools, as explained in a previous study (Vekeman et al., 
2016), could be taken into account. Answering the following question might be interesting: 
Is there a difference in the relationship between P-O fit, job satisfaction, and the intention to 
move in schools with a low strategic and a high HR orientation when compared with schools 
with a high strategic and high HR orientation? Second, in order to investigate how HR 
practices are configured, future research should observe principals’ HR practices and, as 
HRM is influenced by everyday interactions (Pogodzinski, 2016), take into account the 
perspectives of other actors (e.g. teachers). Third, we believe the integration of both 
perceptual data on turnover intentions and objective information on actual turnover would 
add value to further research. We did not examine actual turnover; we merely asked about 
the intention for moving among teachers who had not yet moved. Yet, as the focus of this 
study was on how we can keep teachers within schools, it was crucial to get insight into how 
a shift in teachers’ ideas to stay within the school can be realised before they actually moved. 
Fourth, further research could consider investigating whether other factors (e.g. leadership 
style) might cause a difference in the relationship between P-O fit and turnover intention. 
Finally, further research could include other possible mediating variables apart from job 
satisfaction, such as commitment or burnout, which have previously been linked to P-O fit 
and turnover intentions (e.g. McInerney et al., 2015; Pietarinen et al., 2013). 
Implications 
In light of this study’s results, different practical implications can be listed. First, this study 
implies that principals, who wish to retain teachers, need to make sure that teachers fit with 
the school culture in order to improve their job satisfaction and ultimately to lower their 
intentions of moving. In this regard, principals should be aware of the importance of 
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teachers’ fit within the school culture. Moreover, it seems important that principal training 
programmes teach and guide principals how to develop and install a school policy that pays 
attention to teachers’ P-O fit. Second, as this study demonstrates the importance of a 
principal’s HR configuration for teachers’ P-O fit and its effects on job satisfaction and the 
intention to move, we believe more emphasis on SHRM skills should be given in principal 
training (Hallinger & Lu, 2013). More specifically, this study shows that principals’ investment 
in new teachers through professional development and support is important in order to 
increase teachers’ P-O fit and job satisfaction and, in turn, to decrease teachers’ intentions 
to move. Yet, in order to invest in new teachers, we believe that principals should collaborate 
more with their teacher teams and consult colleagues about SHRM. This suggests that 
principals could start developing teacher leaders to assist them with school leadership (e.g. 
mentorship) and thus facilitate a professional learning community. 
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Abstract 
The aim of this dissertation was to explore principals’ configuration of a bundle of human 
resource (HR) practices for new teachers in primary education. Moreover, the goal was to 
identify existing relationships between the configuration of HR practices and leadership 
characteristics, on the one hand, and teacher outcomes, on the other hand. In this final 
chapter, an integrated overview and discussion of the results of this dissertation are 
provided. This chapter starts with a brief overview of the research objectives. Next, the most 
important findings of the studies presented in the previous chapters are summarised. 
Building on the results of these individual studies, a following section of this discussion 
chapter is structured around three themes: (1) the challenging task of implementing and 
investigating SHRM in the education sector, (2) the importance of ‘school vision’ within 
integrated leadership and (3) looking at teachers’ Person-Organisation (P-O) fit from a 
different (source) perspective. For each theme, a general discussion, limitations and 
suggestions for further research are presented. This final chapter concludes with theoretical, 
methodological, policy and practical implications. 
Introduction 
Given the challenging and changing context schools are faced with, there is an on-going call 
for schools to implement strategic human resource management (SHRM). However, as 
studies on SHRM in the educational field are still scarce, the rationale for applying SHRM was 
largely theoretical and intuitive (Smylie, Miretzky & Konkol, 2004). The limitations in the 
current literature were the main challenges to address in the present dissertation. An 
important issue here is a lack of insight in how school leaders configure a bundle of HR 
practices for new teachers as previous educational research mostly focused on (the 
perceptions of teachers on) single isolated HR practices (Runhaar, 2017). Moreover, although 
the importance of school leadership for HRM is recognised, many questions remain on how 
school leadership styles relate to HRM and which practices are related to the implementation 
of SHRM (Robinson, Lloyd & Rowe, 2008). In addition, although there are several reasons to 
believe schools might benefit from the implementation of SHRM, several authors have 
stressed the need to investigate the outcomes of SHRM in the education sector as this sector 
should be seen as different from the private sector (Leisink & Boselie, 2014; Smylie et al., 
2004). More specifically, a deeper understanding is needed of possible mechanisms through 
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which SHRM might affect teachers’ intention to leave the profession, on the one hand, and 
teachers’ intention to move to another school, on the other hand. Person-Organisation (P-O) 
fit is such a mechanism which which recently received more attention, also in the educational 
field (Youngs, Pogodzinski, Grogan, & Perrone, 2015). Yet, until now P-O fit was mostly 
investigated in direct relation to teacher outcomes rather than taking into account possible 
mediating variables (e.g. job satisfaction) or moderating variables (e.g. perceived 
employability) influencing this relationship. Moreover, P-O fit was seldom approached as a 
possible outcome of SHRM. Moreover, until now, educational researchers approached fit 
mainly in terms of teachers’ own sense of fit (i.e. perceived fit) rather than the actual fit 
between teachers’ values and school values perceived by other teachers in the school 
(Youngs et al., 2015). To tackle these diverse challenges (which were discussed more in detail 
in the introductory chapter), three research objectives were put forward in Chapter 1. These 
research objectives are presented in Figure 1 and are outlined below. 
 Research objective 1 (RO 1): Exploring the configuration of HR practices for new 
teachers in the context of primary education. 
This research objective is subdivided into the following research questions (RQ): 
RQ 1a) How do school principals configure HR practices for new teachers? 
RQ 1b) Does the configuration of HR practices for new teachers differ 
according to the school’s context? 
 Research objective 2 (RO 2): Identifying school leadership characteristics that are 
related to the configuration of HR practices. 
This research objective is subdivided into the following research questions: 
RQ 2a) What is the relationship between the configuration of HR practices 
and principals’ leadership style? 
RQ 2b) How do school principals align the configuration of HR practices 
with the school’s culture? 
 Research objective 3 (RO 3): Investigating the relationship between the 
configuration of HR practices, teachers’ P-O fit (using a different-source fit index) 
and turnover intention. 
This research objective is subdivided into the following research questions: 
 
RQ 3a) What is the relationship between the configuration of HR practices 
and teachers’ P-O fit, while taking the school context and demographic 
teacher variables into account? 
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RQ 3b) What is the relationship between teachers’ P-O fit, job satisfaction, 
perceived employability and turnover intention, while taking the school 
context and demographic teacher variables into account? 
RQ 3c) Does the relationship between teachers’ P-O fit, job satisfaction 
and turnover intention differ according to the configuration of HR 
practices? 
These three research objectives have been tackled from different methodological 
perspectives throughout the different empirical studies that were described in Chapter 2 to 
7 of this dissertation. In particular, this dissertation includes two qualitative studies (Chapter 
2 and 4), one quantitative study (Chapter 6), and three mixed-methods studies (Chapter 3, 5 
and 7). In this final chapter, the main results for each research objective will be discussed 
first. Second, these main results will be framed within three general themes in which special 
attention will be given to limitations and directions for further research. Finally, this chapter 
is concluded with theoretical, methodological, policy and practical implications.  
 
Figure 1. Research objectives. 
Overview of the main findings 
The configuration of HR practices for new teachers in the context of 
primary education (RO 1) 
A first research objective dealt with the configuration of a bundle of HR practices for new 
teachers in the context of primary education. As explained earlier, there is a lack of empirical 
evidence documenting the configuration of a bundle of HR practices in the context of 
education (Runhaar, 2017) in which school principals play a pivotal role (Milanowski & 
Kimball, 2010; Leisink & Boselie, 2014). More specifically, little is known on how school leaders 
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configure a specific bundle of HR practices for new teachers (i.e. teacher hiring, induction 
and awarding the tenure-track position). Finally, although recent literature on SHRM in an 
educational context stresses the need to take into account school context variables (Leisink 
& Boselie, 2014), it remains largely unclear how the school context influences SHRM in 
schools. Given these research challenges, the first research objective was subdivided in two 
research questions: ‘How do principals configure HR practices for new teachers in their 
school?’ (RQ 1a) and ‘Does the configuration of HR practices for new teachers differ 
according to the school’s context?’ (RQ 1b).  
Answering the first research question (RQ 1a), the qualitative results described in Chapter 2 
showed that four different HRM types could be identified: an administrative, a 
developmental, a strategic and a strategic-developmental HRM type. These four HRM types 
were distinguished based on differences in the way principals align their school goals with 
HR practices and cope with external challenges  (i.e. strategic orientation), on the one hand, 
and principals’ beliefs regarding the degree to which needs of new teachers are taken into 
account through HRM (i.e. HR orientation) (see Figure 1).  
 
Figure 1. HRM typology. 
In line with Smylie and colleagues’ (2004) assumptions, the interview results indicated only a 
minority of principals seem to align HR practices for new teachers with the school goals (i.e. 
vertical fit), align HR practices with each other (i.e. horizontal fit) and succeed in coping with 
external challenges  proactively. Moreover, the results suggested that principals’ beliefs 
about how new teachers should be managed vary a lot. While half of the interviewed 
principals seem to recognise new teachers’ development needs (i.e. high HR orientation), the 
other half seem to perceive new teachers as resources that need to be selected in the first 
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place (i.e. low HR orientation). This result reconfirmed previous research showing that 
principals differ in the extent to which they are aware of new teachers’ need for support, 
understanding of induction and convictions about professional development (Youngs, 2007). 
Taken together, in line with Bush’s (1999) fear for ‘managerialism’ in education, the 
classification of principals within the four HRM types showed that half of the interviewed 
principals (i.e. 27 out of 54 principals) could be classified in the administrative HRM type. This 
implies a lot of principals are still concerned with operational or bureaucratic rules and 
procedures related to HRM, rather than ensuring that HRM reflects the goals of the school 
or needs of new teachers.   
Besides exploring how principals configure a bundle of HR practices for new teachers, we 
investigated whether the configuration of HR practices differ according to the school’s 
context (i.e. RQ 1b) in Chapter 2 and 4. On the one hand, the results described in Chapter 2 
showed that principals from comparable contexts were classified in different HRM types. 
None of the school characteristics included in Chapter 2 related to the external labour market 
context (i.e. school’s location) or internal structural context (i.e. school sector and amount 
of disadvantaged students in the school) seemed to be related to the classification of 
principals in the four HRM types. These results were in contrast with our expectations as 
previous research showed that these context variables play a role in the configuration of 
single HR practices such as hiring or teacher induction (e.g. DeArmond, Gross & Goldhaber, 
2010; Johnson, Kardos, Kauffman, Liu & Donaldson, 2004; Papa & Baxter, 2008; Vanblaere, 
Tuytens & Devos, 2017; Williamson, 2009). The results reported on in Chapter 4, on the other 
hand, indicated there were important differences in school culture according to the way HR 
practices were configured by the school principal. In this chapter four cases, belonging to 
two contrasting HRM types (i.e. administrative HRM type and strategic-developmental HRM 
type), were selected for a qualitative follow-up study. These two HRM types differ with 
regard to the extent to which HRM is aligned with the school goals (i.e. strategic orientation) 
and the extent to which HRM is focused on investment in new teachers (i.e. HR orientation). 
Differences in school culture were found looking at the following four school culture values 
(Dumay, 2009): ‘discipline’, ‘academic emphasis’, ‘collaboration’ and ‘innovation’. While no 
substantial differences were found between the administrative and strategic-developmental 
HRM cases regarding the cultural value ‘academic emphasis’, differences were noted in the 
way the cultural values ‘discipline’, ‘collaboration’ and ‘innovation’ were perceived by 
teachers and other relevant team members in the school. In short, the results showed that 
strategic-developmental HRM cases are characterised by: a disciplinary culture with a focus 
on a broad interpretation of discipline and a bottom-up approach; a collaborative culture 
with an emphasis on discussing teaching practices together, sharing teaching practices, 
teaching together and working on teaching material (besides practical collaboration); and an 
innovative culture in which innovation is seen as a continuous process needed mainly 
because of internal needs. This observation was in contrast with the administrative HRM 
cases in which a disciplinary culture was noticed with a focus on a narrow interpretation of 
discipline and a top-down approach; a weak collaborative culture with an emphasis on 
discussing only practical things; and a weak innovative culture in which innovation is 
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approached on short-time basis and mainly because of external needs. Although these 
results confirm previous studies that point to differences between schools in values related 
to discipline (e.g. Johnson et al., 1994), collaboration (e.g. Vanblaere & Devos, 2016; Barth, 
1990) and innovation (e.g. Geijsel, Van Den Berg & Sleegers,  1999; Van Den Berg & Sleegers, 
1996), to our knowledge this study is one of the first to pinpoint differences in cultural values 
according to the HR configuration.  
Tackling the first research objective (RO1), the configuration of a bundle of HR practices for 
new teachers in primary education was conceptualised building on two orientations: a 
strategic orientation and a HR orientation. Based on these two dimensions a typology of 
HRM was developed, distinguishing four different types of HRM: (1) administrative HRM; (2) 
developmental HRM; (3) strategic HRM; (4) strategic-developmental HRM. While it was 
found that the configuration of HR practices was related to the school’s culture (i.e. values 
related to discipline, collaboration and innovation), no differences were found between the 
four HRM types based on the school’s location, sector or student population. 
Identifying school leadership characteristics that are related to the 
configuration of HR practices (RO 2) 
The second research objective aimed at identifying characteristics of school leadership that 
are related to the configuration of HR practices for new teachers. While there is a general 
consensus in the literature about the importance of school leadership for (S)HRM 
(Donaldson, 2013; Leisink & Boselie, 2014; Milanowski & Kimball, 2010; Vanblaere et al., 2017), 
there exists little knowledge on concise and tangible practices of leaders that actually 
contribute to the implementation of SHRM. More specifically, it remains largely unclear how 
SHRM is related to multiple leadership styles (i.e. instructional and transformational 
leadership) and how school leaders’ align school culture with HRM. As such, the second 
research objective was subdivided in two research questions: ‘What is the relationship 
between the configuration of HR practices and principals’ school leadership style?’ (RQ 2a) 
and ‘How do school leaders align the configuration of HR practices with the school’s culture?’ 
(RQ 2b). 
In Chapter 3, we studied the relationship between the configuration of HR practices and 
principals’ school leadership style (RQ 2a). In particular, the relationship between principals’ 
instructional and transformational leadership style and principal’s strategic and HR 
orientation in configuring HR practices was examined. In order to answer this research 
question, a mixed methods design was used. The qualitative data, which provided insight 
into principals’ configuration of HR practices, were converted into numerical scores and 
analysed together with the quantitative teacher data. More specifically, logistic regression 
and ANOVA analyses were used. Logistic regression results indicated, on the one hand, that 
both instructional and transformational leadership was associated with the strategic 
orientation of principals. In other words, the more principals were perceived as instructional 
leaders or transformational leaders by their teachers, the more likely they were to configure 
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HR practices in a strategic orientated way (i.e. vertical and horizontal alignment of HR 
practices and proactive approach towards external challenges). These results were partially 
expected based on theory. As expected, we found that instructional leadership was linked to 
the strategic orientation of principals as this leadership style typically includes a variety of 
actions tight to a strategic orientation of principals (Kimball, 2011; Robinson et al., 2008). Yet, 
the finding that also transformational leadership is linked to the strategic orientation of 
principals was not expected. Actually, we expected that principals’ transformational 
leadership style would be related to the HR orientation of principals as transformational 
leaders are characterised by individual consideration of teachers’ needs (Avolio, 1999; 
Hallinger, 2011). Yet, the results of Chapter 3 showed that principal’s HR orientation was not 
reflected in the principal’s leadership style. Principals were not perceived as more 
instructional or transformational leaders if they were identified as high HR orientated instead 
of low HR orientated. Finally, based on ANOVA analyses, differences in instructional and 
transformational leadership were found between the four different HRM types identified in 
Chapter 2. As expected,  the mean scores for instructional leadership were significantly 
higher in the strategic HRM type compared with the administrative HRM type. Moreover, we 
found that the mean scores for transformational leadership were significantly higher in both 
the strategic and strategic-developmental HRM type compared with the administrative type. 
Yet, the fact that no difference between the strategic HRM type and strategic-developmental 
HRM type was found for transformational leadership was surprising. Actually, we expected 
that principals’ transformational leadership score in the strategic-developmental HRM type 
would be higher than in the strategic HRM type as principals in the strategic-developmental 
HRM type focus on developing and supporting teachers rather than selecting new teachers. 
Furthermore, this dissertation provided insight in how school leaders align the configuration 
of HR practices with the school’s culture (RQ 2b). The results of Chapter 4 showed that 
school leaders implementing strategic-developmental HRM seem to act as the ‘glue’ 
between the HRM they install and the school’s culture. As stated earlier, in this chapter, a 
qualitative design was used zooming in on four cases, belonging to two contrasting HRM 
types (i.e. administrative HRM type and strategic-developmental HRM type). The results of 
this study showed that the school culture in the strategic-developmental HRM type is 
characterised by an emphasis on ‘collaboration’ and ‘innovation’, which is -in contrasted with 
the administrative HRM cases- reflected in the school leader’s practice through: 1) the use of 
strategic staffing criteria, 2) the communication of cultural values and vision through regular 
support and appraisal of new teachers and 3) the stimulation of new teachers’ professional 
development by a focus on continuous professional development adjusted to teachers’ own 
needs and informal learning by colleagues. First, related to the use of strategic staffing 
criteria the results of this study pointed to the importance of: a) the use of informal or less 
tangible criteria besides professional characteristics (Liu & Johnson, 2006; Runhaar, 2017) 
and b) focusing on new teachers’ fit with the school’s vision (which is preferably clear 
enough). Second, the results of Chapter 4 stressed the importance of providing enough 
opportunities to communicate cultural values and vision through: a) the delivery of 
information-rich material for new teachers and b) the investment in regular informal and 
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formal performance appraisal aimed at motivating and supporting teachers (Runhaar, 2017; 
Hallinger, 2003) and communicating the school vision. Third, in line with previous research 
(Hallinger, 2003; Leithwood, Day, Sammons, Harris & Hopkins, 2006), this study indicates it 
is meaningful to: a) stimulate new teachers’ professional development by setting high 
expectations; b) invest in new teachers’ professional development by offering new teachers 
enough opportunities to take part in course of training depending on their individual learning 
needs and c) facilitate new teachers’ professional development by creating opportunities for 
informal learning.  
Tackling the second research objective (RO2), this dissertation provided insight into the 
relationship between school leadership characteristics and the configuration of HR practices. 
More specifically, it was found that both an instructional and transformational leadership 
style was related with the strategic orientation of principals. Moreover, the results showed 
school leaders implementing SHRM act as the ‘glue’ between the HR practices they use and 
the school’s culture. The latter was reflected through: 1) the use of strategic staffing criteria, 
2) the communication of cultural values and vision through regular support and appraisal of 
new teachers and 3) the stimulation of new teachers’ continuous professional development. 
Investigating the relationship between the configuration of HR 
practices, teachers’ P-O fit and turnover intention (RO 3) 
Based on lessons learnt from prior SHRM research conducted in the private sector (e.g. 
Arthur, 1994), we assumed in Chapter 1 that SHRM might lower teachers’ turnover intentions. 
Given the important differences between the private and public sector  (Knies & Leisink, 2018; 
Leisink & Boselie, 2014; Smylie et al., 2004), this dissertation focused on studying this 
relationship in the education context. More specifically, we tried to better understand the 
relationship between the configuration of HR practices and teachers’ turnover intention. 
When studying this relationship we took into account teachers’ P-O fit. Although research on 
P-O fit in the education sector is still an emerging field of study (Youngs et al., 2015), it has 
been studied extensively within the field of organisational behaviour and has been found to 
be an important mechanism through which SHRM might affect turnover intention (Wright & 
Nishii, 2007). Hence, a final research objective that was put forward in this dissertation was 
focused on the relationship between SHRM, teachers’ P-O fit and turnover intention. In order 
to tackle this research objective, two mixed methods studies (Chapter 5 and 7) and one 
quantitative study (Chapter 6) were conducted. Throughout these three chapters we tried 
to better understand this rather complex relationship, by zooming in on different parts and 
aspects of this relationship, using P-O fit and turnover intention (i.e. intention to leave and 
intention to move) as separate outcome variables.  
First, in Chapter 5, we concentrated on the link between SHRM and P-O fit (while taking the 
school context and demographic teacher variables into account) (RQ 3a). In this chapter a 
mixed methods design was used. The qualitative data, which provided insight into principals’ 
configuration of HR practices, were converted into numerical scores and analysed, together 
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with the quantitative teacher data, using multilevel analysis. Comparable with results 
reported in previous research (e.g. van Vianen, De Pater & Van Dijk, 2007), our descriptive 
results revealed that teachers’ preferred values moderately fit the perceived school values. 
The intraclass correlation coefficients (variance partitioning component) in our study 
indicated that while most of the variance in teachers’ P-O fit was situated at the individual 
level, a large amount of variance was situated at the school level. In total, 46% of the variation 
in teachers’ P-O fit scores was attributable to the school level, implying that teachers’ degree 
of P-O fit depend for a large part on a group effect of belonging to a particular school. 
Moreover, it was found that principals’ configuration of a bundle of HR practices defines part 
of this variation. As expected based on previous research outside education (e.g. Boon & Den 
Hartog, 2011; Lynch, Plant & Ryan, 2005; Werbel & DeMarie, 2005), the results showed that 
both a high strategic orientation and high HR orientation increased the fit between teachers’ 
own values and the school culture. However, while both orientations seem to have an 
independent positive relation with teachers’ P-O fit, no significant interaction effect between 
the strategic and HR orientation was found. Moreover, none of the school context variables 
(i.e. amount of disadvantaged students) or demographic teacher variables (i.e. age, gender 
and experience) that were taken into account were found to be significant.  
Second, in Chapter 6 and 7, we focused on the relationship between teachers’ P-O fit and 
turnover intention. Building on the unfolding model of voluntary turnover (Lee & Mitchell, 
1994) and the work of Wheeler and colleagues (2005; 2007), we tried to better understand a 
rather weak relationship found in earlier research (e.g. Jones, Youngs, & Frank, 2013; 
Pogodzinski, Youngs, & Frank, 2013; Skaalvik & Skaalvik, 2011) between teachers’ P-O fit and 
turnover intention. This was done by looking at: 1) possible combined effects of teachers’ P-
O fit and job satisfaction on turnover intention and 2) the possible moderating role of 
teachers’ perceived employability (i.e. perceived easiness to find a teaching job in another 
school / job outside education). Building on the existing literature and considering important 
gaps in the educational literature, in Chapter 6 the moderating role of teachers’ perceived 
employability on the P-O fit–job satisfaction–turnover intention relationship (RO 3b) was 
studied. The main result of the moderated mediation study was that the relationship 
between P-O fit, job satisfaction and turnover intention is different, depending on which 
dimension of turnover intention is looked at (i.e. intention to leave or intention to move). 
More specifically, the results of this study showed that -in contrast with teachers’ intention 
to leave- teachers’ intention to move is directly influenced by teachers’ fit between their own 
school values and the school culture. This result does not completely confirm the existing 
literature which suggested P-O fit would directly relate to both teachers’ intention to leave 
(e.g. Grogan & Youngs, 2011) and intention to move (e.g. Pogodzinski et al., 2013). 
Furthermore, in line with our expectations (Wheeler et al., 2007), it was found that teachers’ 
P-O fit indirectly influences both teachers’ intention to leave and teachers’ intention to move 
through job satisfaction. In other words, as long as teachers’ levels of job satisfaction are 
high, the following is true: the higher teachers’ P-O fit, the lower their intentions to leave or 
to move. Finally, in contrast with what we expected based on the existing theory (Wheeler 
et al., 2005; 2007), we found teachers’ perceived employability is relatively unimportant 
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within the P-O fit–job satisfaction–turnover intention relationship. Although the findings 
showed teachers’ employability perceptions related to a job outside the teaching profession 
significantly moderated the inverse relationship between job satisfaction and intention to 
leave, only small regression coefficients were found. The latter implies that teachers’ 
perceived employability does not play an important role. Moreover, no significant 
moderating role was found for teachers’ employability perceptions on a job in another school 
on the relationship between job satisfaction and intention to move. In other words, 
dissatisfied teachers are likely to move to another school although they might assume it will 
be difficult to find a job in another school. Lastly, as shown by previous research (e.g. Borman 
& Dowling, 2008; Harris & Adams, 2007), the results of this chapter showed that male 
teachers were more likely to leave teaching, compared to female teachers. Moreover, in line 
with previous studies (e.g. Scafidi, Sjoquist & Stinebrickner, 2007), we found that teachers in 
schools with a high percentage disadvantaged students are more likely to move to another 
school. Yet, based on the rather small regression coefficients compared to the central 
research variables in the model both control variables seem to be only weakly related to 
teachers’ turnover intention. Finally, in Chapter 7, we tried to get a deeper insight in the direct 
and indirect relationship between P-O fit and intention to move that was found in Chapter 6. 
Therefore, in this chapter we investigated whether the relationship between teachers’ P-O 
fit, job satisfaction and intention to move is different according to the configuration of HR 
practices (RO 3c) using a mixed methods design. The qualitative data, which provide insight 
into principals’ configuration of HR practices, were converted into numerical scores and 
analysed, together with the quantitative teacher data, using multiple group path analysis. 
First, as expected based on the literature (e.g. Wheeler et al., 2007) and in line with the results 
of Chapter 6, both a direct and indirect (through job satisfaction) relationship between P-O 
fit and the intention to move was found. However, in contrast with the results in Chapter 6, 
the direct relationship between P-O fit and the intention to move was found to be only 
marginally significant. This urges us to be prudent in the interpretation of these findings. 
Second, and more importantly, the results of Chapter 7 showed that the direct relation 
between teacher’s P-O fit and the intention to move was found to operate differently 
according to the configuration of HR practices. While no difference in the relationship was 
found based on principals’ strategic orientation, our results pointed to a different 
relationship according to the HR orientation of the principals. More specifically, it was found 
that for teachers in schools with a low HR orientated principal, lower levels of P-O fit 
increased teachers’ intentions to move. This direct relationship was absent for the high HR 
orientated group. In other words, for teachers in schools with a high HR orientated principal, 
lower levels of P-O fit did not increase teachers’ intentions to move. We believe this can be 
explained by a higher mean P-O fit level of teachers in schools with high HR orientated 
principals. High HR orientated principals might increase teachers’ P-O fit by providing them 
with individual support, stimulate professional development, make enough time for 
(in)formal talks, listen to their needs, or give them time to work on weaknesses. This was also 
supported by the significant difference we found in the P-O fit level between those in low 
versus high HR orientated schools, highlighting that on average teachers fit the school 
culture more in schools with a high HR orientated principal. Furthermore, the results suggest 
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that P-O fit reduces the intention to move through job satisfaction both for teachers in low 
and high HR orientated schools, though the magnitude of the indirect relation differed. The 
indirect negative relation between P-O fit and intention to move was stronger in the low HR 
orientation group than in the high HR orientation group. We believe this might be explained 
by a significant lower level of teachers’ P-O fit and job satisfaction in the low HR orientation 
group. These results are in line with the existing literature stating that management styles 
which support autonomy needs, reward structures or performance systems that provide 
feedback about one’s competency, or activities that satisfy relatedness needs increase 
employee satisfaction (Deci, Connell & Ryan, 1989) which in turn increases employees’ 
internalisation of organisational values (i.e. P-O fit) and norms (Lynch et al., 2005; Ryan, 
1995).  
Tackling the third research objective (RO3), this dissertation provided insight into: (1) the 
relationship between the configuration of HR practices and teachers’ P-O fit; (2) the 
moderating role of teachers’ perceived employability in P-O fit-job satisfaction-turnover 
intention relationship and (3) differences in the relationship between teachers’ P-O fit, job 
satisfaction and intention to move according to the configuration of HR practices. More 
specifically, it was found that (1) both principals' strategic and HR orientation are positive and 
independently related to teachers’ P-O fit; (2) while the relation between teachers’ P-O fit 
and the intention to leave/intention to move is mediated by job satisfaction, only a significant 
direct relation was found between P-O fit and the intention to move to another school and 
only for intention to leave a small but significant moderating role of perceived employability 
was found; (3) while a direct relation between P-O fit and intention to move was found 
(besides the indirect relation between P-O fit on intention to move through job satisfaction) 
in the low HR orientated group of principals, this direct relationship remained absent in the 
high HR orientated group of principals. 
General discussion 
In this section, the main results for the different studies are framed within three general 
themes. Hence, the strengths of the dissertation are discussed and the findings are assessed 
within a broader framework. Although this dissertation offers important insights advancing 
our understanding of SHRM in the education sector, its limitations and unanswered 
questions should be acknowledged. Therefore, for each theme, the limitations and future 
research directions are discussed.  
The challenging task of implementing and investigating SHRM within 
the education sector 
A first major point of discussion returns to our original research interest and ambition: 
gaining a better understanding of SHRM in education. Almost without exception the existing 
SHRM research relied on evidence from private sector organisations. This dissertation 
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addressed the imbalance in research by considering SHRM in the education sector. In line 
with others (e.g. Knies et al., 2018; Knies & Leisink, 2018; Leisink & Boselie, 2014), we might 
conclude that the education sector (as part of the public sector) is not just another context 
when it comes to SHRM. An important characteristic, in this regard, that distinguishes public 
organisations from private ones is the fact that private sector organisations have a single 
bottom-line (i.e. maximising profit), whereas public sector organisations do not (Boxall & 
Purcell, 2011). Achieving the mission is the ultimate goal of public organisations and thus also 
schools. Yet, this dissertation shows  that large differences can be found between schools’ 
goals depending on differences in visions which might complicate the alignment of school 
goals with HR practices. Moreover, we conclude that within the education sector the 
implementation of SHRM is complicated by the external context. The results of this 
dissertation pointed to different challenges related to the labour market context (e.g. 
teacher shortage) and institutional context (e.g. governmental rules and demands) which 
seem to act as real barriers for the implementation of SHRM. In line with recent research 
results from the Dutch secondary education context (Knies & Leisink, 2017), a lack of 
autonomy and red-tape related to HRM seems to limit the enactment of SHRM.  Actually, we 
believe that because of these barriers a large amount of principals are mainly orientated 
towards bureaucratic rules rather than towards the needs of new teachers or own school 
goals when configuring HR practices. The observation that principals install disconnected 
practices (rather than ensuring that all HR practices reflect the strategic goals of their school) 
reconfirmed the general expectation that HRM is relatively ill-developed in the education 
sector and it appears to be hard to implement in a systematic and effective way (Runhaar, 
2017; Smylie et al., 2004). Moreover, this result is in line with results flowing from studies on 
single HR practices such as hiring, performance appraisal or professional development (Engel 
& Curran, 2016; Liu & Johnson, 2006; Runhaar & Sanders, 2013) and might be explained by 
the fact that schools traditionally are ‘loosely coupled systems’. The latter implies that 
schools are loosely structured (e.g. with competing goals leading to disconnected HR 
practices) and weakly controlled (e.g. teachers’ and principals’ practice is uninspected and 
unevaluated) (Weick, 1976). However, this dissertation also brings another and more 
optimistic side of the story. By investigating differences between principals’ configuration of 
practices, this dissertation also provided us insight in good practices of SHRM. In this regard, 
the identification of the strategic and strategic-developmental HRM type in Chapter 2 might 
imply that some schools are more tightly coupled and none of these external challenges 
schools are faced with are unsurmountable. Yet, this side of the story automatically raises 
questions about the context of these schools. In an organisation’s internal and external 
context lie several key issues that differ for each organisation and that need to be taken into 
account by those developing HR policies and practices (Leisink & Boselie, 2014; Paauwe, 
2004). As schools differ according to their internal and external school context, one might 
argue that for some schools it might be more difficult than for others to tune the HR practices 
to the school’s internal and external context. Nevertheless, based on this dissertation (in 
which only a selected set of internal and external were taken into account mainly as control 
variables), only school culture - which can be seen as an internal school context characteristic 
- was found to be related to the configuration of HR practices. The school’s location, sector 
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and student population was not found to be related to the configuration of HR practices. As 
explained further in the following theme, we suppose that school leaders play a crucial role 
in the implementation of SHRM and the interplay between HRM and culture. Yet, before 
drawing these conclusions, limitations related to the conceptualisation and investigation of 
the configuration of HR practices in this dissertation need careful consideration. 
Limitations and suggestions for further research 
First, it is important to note that -by putting the emphasis on school leaders’ configuration of 
a bundle of HR practices- this dissertation focused mainly on ‘implemented HRM’ which is 
seen as a key variable predicting organisational performance (Becker & Huselid, 2006). 
Wright and Nishii (2007; 2013) make a distinction between ‘intended’, ‘implemented’ (or 
actual) and ‘perceived’ HRM. This distinction is based on the insight that the formal HR 
practices and policies as put on paper by leaders, staff and/or directors at the top of the 
organisation (e.g. school board, educational network) are not always the same implemented 
and enacted by the direct supervisors or leaders in the organisation (i.e. the school principal 
in primary education). Moreover, this distinction implies that not all employees might 
perceive HRM implemented by the leader in the same way. While actual HR policies and 
practices implemented by direct supervisors exist on an objective level, they must be 
perceived and interpreted subjectively by each employee, making it individually perceived 
HRM-policies and practices (Wright & Nishii, 2007). Although in Chapter 4 we included the 
perceptions of teachers and relevant school actors in order to get insight in how school 
leaders align school culture with HRM, we believe perceived HRM should receive further 
attention in order to gain a deeper understanding of the relationship between SHRM and 
teacher outcomes, on the one hand, and differences between implemented and perceived 
HRM, on the other hand. A recent study of Favero, Andersen, Meier, O’Toole & Winter (2016) 
is highly relevant in this regard. While this study found low correlations between manager 
and teacher responses regarding the same HRM functions, both responses were found to 
predict different outcomes. Hence, we believe both implemented and perceived HRM should 
be taken into account in further research on SHRM in education.  
Second, this dissertation did not take into account possible changes in a school’s HR 
configuration over time.  Yet, schools constantly need to adjust their HRM to the specific 
context they operate in in order to accomplish their school goals. This means schools need 
to align their HRM with their internal context (e.g. own cultural heritage, changing 
population) while taken into account changes that take place outside the school (e.g. 
technologic developments, policy, inspection, developments from competitive schools) 
(Leisink & Boselie, 2014). In this regard, it is important to stress that the identification of HRM 
types was only a snapshot. While the identification of HRM types offered insight in the 
complexity of HRM in schools, research with a longitudinal focus that furthers the 
understanding of how (and to what extent) the configuration is changing over time is crucial. 
Recent work of Day, Gu and Sammons (2016), in this regard, illustrating how successful 
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leaders combine leadership practices across different phases of school development might 
be interesting to look at. 
Third, as this dissertation zoomed in on a ‘mini’-bundle of HR practices (i.e. teacher hiring, 
induction and awarding the tenure-track position) for a specific subgroup of teachers (i.e. 
new teachers in schools), we cannot claim that the HRM typology applies also for other 
subgroups of teachers. In this regard, further research is necessary in order to investigate 
how principals configure a bundle of HR practices for other specific subgroups of teachers. 
On the one hand, this might imply that other HR practices besides the ones included in this 
dissertation could be focused on in follow-up research (e.g. teacher assignment, rewards).  
On the other hand, we advocate the need for studies on how schools take into account 
individual differences through SHRM. This would be an interesting research avenue as 
recently researchers (e.g. Marescaux et al., 2012; 2013) stated that a standardised approach 
to HRM -which treats all employees the same- will most likely be ineffective. From a strategic 
point of view, teachers might differ substantially in terms of their performance and value for 
the school. In this context, it might make sense to invest primarily in teachers who perform 
excellent or occupy positions that are of great added value to the school because those 
employees possess highly valuable and unique skills that are crucial for a school’s goals. From 
a humanistic point of view, a standardised approach risks being ineffective by decreasing 
teacher well-being. Since teachers increasingly want to be treated as individuals taking into 
account their specific expertise, performance, talents and needs in the workplace, a 
standardised approach might prove to be dissatisfying and demotivating for a majority – if 
not all – of the workforce (Marescaux et al., 2013).  Despite these arguments, research on 
which differences matter and (how they) should be managed in an educational context is 
substantially absent until now and thus deserves further attention. 
Fourth, the identification of different HRM types was solely based on semi-structured 
interviews. While in Chapter 4 also document analysis was carried out, we believe that 
observations of principals’ and teachers’ work could add additional information to determine 
whether principals’ visions and beliefs on HRM correspond with what they actually do. While 
qualitative research methods are common in research on HRM, to date semi-structured 
interviews and in-depth interviews seem to dominate publications, with occasional 
observational and ethnographic studies appearing (Townsend, Loudoun & Lewin, 2016; 
Vanblaere et al., 2017). In this regard, it can be argued that methodological triangulation (e.g. 
interviews, observations and documents) can complement the current approach. The design 
of the few existing educational studies that combined different collection methods -but were 
focused on a single HR practice (e.g. teacher hiring or evaluation) (e.g. DeArmond et al., 2010; 
Page, 2015; Zhang & Ng, 2011)- should be definitely looked at when designing further 
research. Moreover, in line with Townsend and colleagues (2016), we believe more 
innovative qualitative research designs (e.g. auto-ethnography) and/ or collection methods 
(e.g. qualitative diaries) might help to gather a more fine-grained picture of SHRM. 
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Fifth, it should be noted that we focused on the configuration of HR practices in the context 
of Flemish primary education (including children from 2.5 to 12 years old) only. As stated in 
Chapter 1, we acknowledge the fact that the management of new teachers might differ 
between primary and secondary schools (Kimball et al., 2010; Knies & Leisink, 2017) and 
therefore suggest to involve samples from different educational levels (and even different 
types of education (e.g. special education)) in further research. Also, we believe that the 
specific national policy context of our studies might have influenced our results. Therefore, 
it would be useful to investigate the configuration of HR practices also in other countries with 
significantly other policies (e.g. countries with a systematic evaluation or accountability 
system, central support structures or performance-based remuneration). 
Last but not least, it should be noted that only a selected group of school context variables 
were investigated in relation to the configuration of HR practices. We strongly acknowledge 
- in line with others (Boselie, 2014; Vanblaere et al., 2017) - that further research should take 
into account a more differentiated set of internal and external context variables when 
studying SHRM in education. Yet, we believe it is also necessary to recognise the complexity 
of this task. The fact that no differences in the configuration of HR practices according to the 
school’s location could be found in this dissertation, for example, might be explained by the 
nature of teacher labour markets. Recent research shows for instance that labor markets are 
geographically small and, thus, highly localised (Engel & Cannatta, 2015). Moreover, research 
on the French-speaking part of Belgium indicates that the teacher labour market is clearly 
characterised by ‘sub-markets’ defined in terms of the teaching position and the 
geographical location (i.e. province) (Duprieux, Delvaux & Lothaire, 2016). Furthermore, 
Duprieux and colleagues (2016) stress the need to consider Brussels as a unique market from 
other provinces in further research because of its atypical situation which simultaneously 
combines better job conditions (given the demographic growth, there are more stable jobs 
for beginning teachers in Brussels) and the greatest concentration of socio-economic 
disadvantaged schools. In this regard, we hope that future research endeavors might unravel 
the complex interplay between a highly localised teacher labour market - which is possibly 
influenced by various factors such as competition between teaching positions and schools, 
shortage of teaching position, location, devolution of student population - and SHRM. Hence, 
in order to make this possible in the Flemish context, we believe more detailed and reliable 
information on the teacher labour market should be collected by the Flemish government 
and made accessible for researchers. Besides taking into account school location as a proxy 
for the external labour market, the school’s sector was included in this dissertation as an 
internal context variable. We included this variable as earlier research showed that public 
schools are more formalised in their HR practices and characterised by less autonomy 
compared to private schools (Podgursky & Ballou, 2001; Williamson, 2009). While in Chapter 
2 no differences in the configuration of HR practices were found according to the school’s 
sector, we believe this variable should be taken into account in further research. More 
specifically, we believe that follow-up research could include more detailed information on 
the school’s management structure. As previous research shows school boards differ in large 
extent in the way autonomy in HRM is given to individual school leaders (e.g.; DeArmond et 
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al., 2010; Devos, Tuytens, Deconinck, Staelens, 2016; Liu & Johnson, 2006), we believe more 
fine-grained school management characteristics could be looked at in further research (e.g. 
school size; principal’s span of control; degree of autonomy in HRM within the school 
network / school board; leadership and composition of the school board / school network; 
collaboration and relationship with schools of the same school board / school network). This 
research avenue might be especially interesting in the context of recent calls to consolidate 
schools in Flanders (Flemish government, 2016; Devos, 2014). Recent research results on the 
implementation of SHRM in Dutch schools would be especially important to take into 
account in this regard. Knies & Leisink (2017) found, for instance, that the largest school 
boards (more than 5000 students) scored lower on the alignment of HRM policy on school 
policy than school boards steering schools with a total of 2500 – 5000 students. Taken 
together, while this dissertation attempted to consider certain school context variables in 
relation to the configuration of HR practices, researchers in the field of HRM in education are 
still challenged to unravel (the almost elusive) school context in relation to SHRM. Moreover, 
this dissertation leaves us with a puzzling and complex question related to this matter: Does 
the school context affects the implementation of SHRM or is SHRM an embedding 
mechanism through which leaders might influence some parts of the context? Hence, in 
contrast with most previous HRM models pointing at a one-way relationship between 
context and SHRM (e.g. the HR value chain by Boselie (2014)), we recognise Vanblaere and 
colleagues’ (2017) plea to take into account possible reciprocal relationships between HRM 
and context in future studies. The latter might imply that researchers should consider the use 
of advanced methodological approaches in the future. 
The importance of ‘school vision’ within integrated leadership  
A second major point of discussion is related to the exploration of how school leadership is 
linked to the configuration of HR practices. Although the importance of school leadership in 
the context of SHRM has been stressed several times (e.g. Leisink & Boselie, 2014; Vanblaere 
et al., 2017), the link between school leadership and SHRM was seldom investigated until 
now. Moreover, also outside the educational field, leadership and HRM were separate 
streams of research for many years (Liu, Lepak, Takeuchi & Sims, 2003; Vermeeren, 2014). In 
this regard, a main strength of this dissertation is the attempt to link SHRM to school 
leadership characteristics. The results of this dissertation reconfirm earlier statements that 
the enactment of SHRM cannot be disconnected from leadership (Knies, 2012; Purcell & 
Hutchinson, 2007), on the one hand, and that instructional and transformational leadership 
work best as a tandem (e.g. Day et al., 2016; Leithwood & Sun, 2012; Marks & Printy, 2003). 
More specifically, our results show that both instructional and transformational leadership 
practices are related to the implementation of SHRM. Actually, the image of the school leader 
who makes strategic staffing decisions and sets high expectations for new teachers (i.e. 
instructional leadership) but at the same time invests enough time in motivating and 
supporting new teachers individually and creating an supportive culture (i.e. 
transformational leadership) is stressed. Reviewing the dissertation’s overall findings, we 
believe that articulating and accomplishing clear school goals (which is a shared 
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characteristic of instructional and transformational leadership (Hallinger, 2003)) can be seen 
the most important step towards the implementation of SHRM. While the instructional 
leadership literature asserted that goal-related constructs (e.g. vision, mission, goals) must 
contain an academic focus or focus on learning (e.g. Robinson et al., 2008), the application 
of transformational leadership to education (e.g. Leithwood, 1994), left open the “value” 
question as to the focus of school goals. In this regard, ‘school vision’ (rather than goals) has 
been seen as a central facet of transformational leadership. While earlier research might 
favour the instructional leadership approach, based on this dissertation, we conclude that 
both the instructional and transformational conceptualisation of goals or vision can be 
appropriate to install SHRM. Actually, we found that in order to implement SHRM the school 
vision should focus on what Lashway (1997) stated a good school vision should include: ‘what 
and how students will learn’ or ‘a reference to social justice’. This is in line with Geijsel’s (2015) 
statement that a school vision goes back to ‘what good learning is’ and ‘what is good to 
learn’. The latter suggests that school vision should be seen once more as a moral issue which 
makes the education sector different from the profit sector and distinguishes educational 
leadership from leadership in other sectors (Geijsel, 2015). In this regard, more research on 
the link between school leadership, vision development and the implementation of SHRM is 
advisable. Further research could also help, for example, to better understand why the HR 
orientation of principals was not reflected in principals’ school leadership style. Looking at 
other leadership characteristics which are not expressed in their leadership style (e.g. 
personal beliefs, attitudes, professional backgrounds, self-efficacy) might be interesting to 
look at in this regard. In addition, future studies (relying on a large sample of schools) should 
try to gain more insight in possible differences in leadership style according to the four HRM 
types identified in this dissertation. Although no single HRM type could be identified in which 
both instructional and transformational leadership was significantly different from the three 
other HRM types, future research is necessary to better understand why principals within the 
strategic HRM type were perceived both as strong transformational and instructional leaders 
in Chapter 3. Do those principals show transformational and instructional leadership 
behaviours because they strategically selected a pool of teachers which are possibly better 
to motivate? Or is it because they value the integration of both instructional and 
transformational leadership? Nevertheless, before formulating new research questions and 
designing future research designs, the limitations of the approach in this dissertation should 
be acknowledged. 
 
Limitations and suggestions for further research 
A first important limitation is related to the conceptualisation of school leadership in this 
dissertation. Because of the relative unexplored field (both outside and inside education), 
we focused on the school principal’s leadership style by zooming on two leadership styles 
which gained the most attention in the educational literature (Leithwood & Jantzi, 2006; 
Robinson et al., 2008): instructional and transformational leadership. This choice might give 
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the (wrong) impression that school leadership (and SHRM) is a solo activity. Although 
principals can be seen as the primary gate-keepers in HRM (especially in the Flemish context), 
we recognise the possibility and added value of distributing HRM activities. The result of 
Chapter 4 showed in this regard that principals in the strategic-developmental HRM cases 
distributed different HR activities to the team. Therefore, based on existing research on 
distributed leadership and its importance in relation to single HR practices (Vanblaere et al., 
2017), we strongly acknowledge Leisink and Boselie’s (2014) plea to better understand 
distributed leadership in relation to the implementation (and effects of) SHRM in education. 
In this context, initial research findings (e.g. Cannata, Engel, Nguyen & Curran, 2017) provide 
us with interesting paths to investigate teacher leadership in HRM. Taken it even one step 
further, we agree with Geijsel (2015) that future researchers in the field of school leadership 
are challenged to explore ‘hybrid leadership practices’. Gronn (2009; 2011) points to the fact 
that school leadership always encounters a mix of individual actions of the leader, on the one 
hand, and the elusive group of people and the environment in which leadership takes place. 
In other words, solo and distributed leadership are mixed which makes leadership a hybrid  
matter (Day & Antonakis, 2012). The study of hybrid leadership practices is a promising but 
relatively unexplored field of research, especially in the context of SHRM in education. 
Another methodological limitation that should be taken into account is the cross sectional 
nature of the studies described in Chapter 3 and 4, which does not allow to confirm the 
suggested causality between school leadership characteristics and configuration of HR 
practices. Therefore, a longitudinal design could be used in future research which takes into 
account also a possible reciprocal relationship between school leadership and SHRM. The use 
of longitudinal data would also offer the opportunity to study the way principals combine 
and adjust leadership practices over time, or what Day and colleagues (2016) called 
“layering”. Layering refers to the ways in which -within and across different phases of their 
schools’ improvement journeys- principals select, cluster, integrate and place different 
emphases on different combinations of both transformational and instructional strategies 
that are timely and fit the purpose (Day et al., 2016). In order to get a more fine-grained 
understanding of how principals develop and implement SHRM, we believe a “layered” 
perspective cannot be ignored in future research. 
A final limitation is related to the sample of our studies. On the one hand, the results pointing 
at a relationship between HRM and school leadership were based on a relatively small sample 
of schools. In Chapter 3 the teacher data on principal’s leadership style (n = 1058) were 
aggregated to the school level which makes that the results were only based on 75 schools. 
In addition, these schools were unequally classified in the four HRM types. Because of the 
mixed method design in which multiple source data was used, mainly practical reasons (i.e. 
high workload to interview more principals) were related to this relative small sample. Yet, a 
larger sample of schools in further research would allow to include more variables in the 
research model (e.g. demographic characteristics). On the other hand, as the results in 
Chapter 4 were based only on four schools that were selected as prototypical cases, we 
should be careful about our findings and we do not claim generalizability of our findings.  
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Looking at teachers’ P-O fit from a different (source) perspective 
A final major point of discussion is related to the relationship between SHRM, teachers’ P-O 
fit and turnover intention. Relying on the attraction-selection-attrition (ASA) model 
(Schneider, 1987; Schneider, Goldstein & Smith, 1995) and prior SHRM research conducted in 
the private sector, we might believe that SHRM will affect teachers’ turnover intention. Yet, 
more insight in the relationship was needed in the education sector by gaining a deeper 
understanding of possible mechanisms in this relationship. According to Boon and colleagues 
(2011), one mechanism through which this might occur is Person-Organisation (P-O) fit (i.e. 
the compatibility between people and organisations (Kristof, 1996)). Building on research 
showing the positive effects of P-O fit (for reviews, see: Hoffman & Woehr, 2006; Kristof-
Brown, Zimmerman & Johnson, 2005; Verquer Beehr, & Wagner, 2003), the study of P-O fit 
within the educational context received increased attention in recent years (Youngs et al., 
2015). Yet, the results of this dissertation add to the existing literature in several ways. First, 
as existing educational studies focused mainly on the positive effects of teachers’ P-O fit 
(Chan, Lau, Nie, Lim & Hogan, 2008; Jones et al., 2013; Pogodzinski et al., 2013; Vancouver & 
Schmitt, 1991; Vancouver, Millsap & Peters, 1994), the study reported on in Chapter 5 is one 
of the first showing that SHRM can act as an important antecedent of teachers’ P-O fit. This 
result was expected based on initial findings outside the education sector (Boon et al., 2011). 
However, the fact that this relationship was found using a different-source fit measure (i.e. 
calculation based on teachers’ own preferred school values and the aggregated perceived 
school values of other teachers within the school) instead of a same-source measure (which 
is used in the majority of educational studies on P-O fit (Youngs et al., 2015)) is innovative and 
interesting for both the educational and broader HRM literature. Second, the dissertation’s 
results are interesting as they point to the differential effect of teachers’ P-O fit on teachers’ 
intention to move (to another school) and intention to leave (the teaching profession). While 
some P-O fit studies investigated the relationship with intention to leave the teaching 
profession (e.g. Chan et al., 2008; Skaalvik and Skaalvik, 2011) or intention to move to another 
school (e.g. Pogodzinski et al. 2013), there are hardly any studies looking at the relationship 
between P-O fit and both dimensions of turnover intention within one and the same sample. 
Looking at intention to move and intention to leave as separate outcomes, the results of this 
dissertation showed that teachers’ P-O fit is only directly related to teachers’ intention to 
move to another school. Although further research is necessary to confirm these findings, 
we might conclude that the misfit between teachers’ preferred school values and the school 
culture directly leads to an increased intention to move to another school (where they might 
fit in) rather than to an increased intention to leave the teaching profession. Nevertheless, 
as in Chapter 7 only a marginal direct relationship was found between teachers’ P-O fit and 
intention to move, we believe these results should be interpreted with caution. Based on 
previous research, we know that the effects of different-source fit on behavioural outcomes 
might be smaller than for same-source fit (Kristof-Brown et al., 2005). Yet, these diverging 
results point to the need for further research on the relationship between P-O fit and the 
intention to move using various measures of P-O fit in one study. Third, in this dissertation an 
effort has been made to better understand the rather weak correlations found between 
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teachers’ P-O fit and turnover intention in previous research (e.g. Jones et al., 2013; 
Pogodzinski et al., 2013; Skaalvik & Skaalvik, 2011). Actually, the results of this dissertation 
pointed to an indirect relationship between P-O fit (through job satisfaction) and teachers’ 
intention to move /leave. In other words, as long as teachers’ levels of job satisfaction are 
high, the following is true: the more a teacher’s own preferred school values fit with the 
school culture the lower his/her intention to leave or to move. These results reconfirm 
research findings inside and outside education (e.g. Lambert, Hogan & Barton, 2001), 
indicating the importance of job satisfaction for the intent to turnover and are supportive of 
postulations that the work environment is very important in shaping teachers’ job 
satisfaction. Job satisfaction is not only a key mediating variable between the fit with the 
school and the intention to move but also between the fit with the school and the intention 
to leave. Moreover, we expected that the inclusion of teachers’ perceived employability as a 
possible moderator in the P-O  fit – job satisfaction – turnover intention relationship might 
help to understand the rather weak relationship between P-O fit and turnover. In contrast 
with what we expected, no moderating role of perceived employability for a job in another 
school was found implying that dissatisfied teachers are likely to move to another school 
although they might assume it will be difficult to find a job in another school. This result could 
be possibly explained by the legal position of teachers in Flanders. Under certain conditions 
(i.e. availability of position, agreement of the schools involved) tenured teachers are able to 
ask for a job in another school without losing their tenure rights. Finally, this dissertation 
added to the existing literature by showing that the direct relationship between teacher’s P-
O fit and intention to move was found to operate differently according to the HR orientation 
group. More specifically, for teachers in schools with a low HR orientated principal, lower 
levels of P-O fit increased teachers’ intentions to move. This direct relation was absent for 
the high HR orientated group. In other words, for teachers in schools with a high HR 
orientated principal, lower levels of P-O fit did not increase teachers’ intentions to move. 
Based on these results, we might conclude that being supported as a new teacher by HR 
practices which take into account new teachers’ needs (i.e. HR orientation) seems to be more 
important than aligning these HR practices with schools’ goals (i.e. strategic orientation) for 
the effect of teachers’ fit with the school culture on their intention to move. In other words, 
while SHRM incorporates both ‘hard’ HRM aspects, such as school goal alignment and 
formulation, and ‘soft’ features of communication and consultation with teachers, the 
absence of the ‘soft’ aspect seems to have a bigger negative effect on the inverse 
relationship between P-O fit and the intention to move. In other words, schools that do not 
invest in new teachers will increase the negative effect of low levels of P-O fit (or misfit) on 
teachers’ intention to move. This might imply that schools which are not able to make 
strategic hiring decisions or proactive tenure decisions, can still lower the effect of fit on the 
intention to move through the investment in new teachers by giving them chances to learn 
and adjust to the school culture. 
Limitations and suggestions for further research 
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A first important limitation relates to our purposeful choice for several analyses, using P-O fit 
(Chapter 5) and turnover intention (i.e. intention to leave and intention to move) (Chapter 6 
and 7) as separate outcome variables. The correlations or relationships that might exist 
between these dependent variables were ignored as a consequence of opting for separate 
analyses. Future researchers who are interested in unraveling P-O fit as a mechanism 
between HRM and turnover intention, can balance the advantages and disadvantages of 
using multilevel mediation models. Although these analyses might have more statistical 
power over separate analyses, we should not ignore the complexity of these models 
requiring both large sample sizes and a more ambiguous interpretation. 
A second limitation relates to the sample of the studies taking into account both HRM and 
teachers’ P-O fit (i.e. Chapter 5 and 7). Although relying on all teachers in the school to 
measure school culture (i.e. aggregated perceived school values) (n = 847), teachers’ 
different-source P-O fit was calculated only for a subset of teachers (n = 271). This subset 
consisted of teachers (1) working for at least three years in the school and (2) hired by their 
current principal (who in turn had three or more years of experience in the school). While the 
first criterion guaranteed that teachers experienced hiring, induction and awarding the 
tenure-track position, the second criterion was critical to ensure teachers had experienced 
the HR practices explained by the principal during their interview. On the one hand, these 
selection criteria narrowed the sample of teachers per school, with an average of 5 teachers 
per school. Although this might be seen as a rather small sample, the selection of the 
subsample was necessary to ensure reliable data. Moreover, the multilevel design in Chapter 
5 was justified as we reached with a set of 56 schools the threshold of 50 schools for our 
level-two sample in order to study the effects of school-level variables (including only fixed 
effects) (Hox, 2013; Maas & Hox, 2005; Snijders; 2005). On the other hand, taking into account 
these selection criteria, in Chapter 5 and 7 only teachers were involved who were already in 
their school for a certain amount of time. Typically, this restricts the possibility of finding 
strong P-O fit effects, because employees who have stayed in the organisation are likely the 
ones that already fit their environment to a reasonable extent. Further research using large 
sample sizes is necessary to confirm the findings of this study and to make it possible to the 
HRM types instead of the orientations only. In Chapter 7, differences in the relationship 
between P-O fit, job satisfaction and intention to move were investigated according to these 
two orientations. Although it would be also interesting to investigate whether there is a 
difference in the relationship between P-O fit, job satisfaction, and the intention to move in 
schools with a low strategic and a high HR orientation (i.e. developmental HRM type) when 
compared with schools with a high strategic and high HR orientation (i.e. strategic-
developmental HRM type), a rather limited number of principals classified in these HRM 
types inhibited this. 
A third aspect which could be criticised is the way different-source P-O fit was calculated in 
this dissertation. In past research different techniques have been used, including difference 
scores, correlations and polynomial regressions (Kristof & Billsberry, 2013). Each one of these 
techniques has its strengths and weaknesses. One major weakness associated with the use 
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of difference scores to calculate P-O fit is the attenuation of reliability (see Edwards, 1994, 
for additional critiques of the use of difference scores). P-O fit–outcome relations may be 
stronger when P-O fit is calculated by polynomial regression or correlations compared with 
when fit is calculated via difference scores. Therefore, in this dissertation we chose to 
calculate P-O fit by means of a correlation between preferred and aggregated perceived 
school values. Although this approach is widely adopted because it is considered to result in 
a conservative P-O fit estimate (e.g. van Vianen et al., 2007), some authors stressed the 
shortcomings of correlations. Some researchers suggest for example to adopt polynomial 
regression in order to avoid collapsing person and organisation measures into a single score 
(Edwards, 1994). Yet, we believe our estimate remains valid since we aimed for a holistic 
assessment of fit, consistent with the notion that fit implies similarity across values profiles 
and not similarity in considering one value at a time (Judge & Cable, 1997; Kristof-Brown et 
al., 2005). Nevertheless, we believe it would be valuable to use more complex 
methodological approaches such as polynomial regressions techniques in future research in 
order to explore specific aspects of fit, such as the relationships between the components of 
the P-O fit measure and outcomes.  
A fourth limitation of the studies in this dissertation looking at the relationship between 
teachers’ P-O fit and turnover intention (i.e. Chapter 6 and 7), is the fact that we adopted - as 
most previous research exploring this relationship (Boon & Biron, 2016) - a static view on fit. 
This view assumes that once P-O fit has been achieved or, on the contrary, has become 
problematic, it tends to stay so for a long period. Nevertheless, the Theory of Work 
Adjustment (TWA; Dawis & Lofquist, 1984) describes an ongoing process of interaction (work 
adjustment) between workers and their work environment, suggesting that employees and 
organisations interact and meet each other’s respective requirements. The success of the 
work adjustment process is reflected in the employee’s satisfactoriness on the one hand (i.e. 
the extent to which the individual can meet job demands), and in his or her satisfaction from 
the work on the other hand. Moreover, it is expected to influence the employee’s likelihood 
of remaining with the organisation (e.g. Dahling & Librizzi, 2015). In this regard, we recognise 
several researchers’ plea to consider fit as something that develops over time (e.g. Boon & 
Biron, 2016; Jansen & Kristof-Brown, 2006) in future studies as measuring fit at one particular 
moment provides an inaccurate understanding of how individuals and environments mesh in 
the long run.  
A fifth subset of limitations concerns the study results of Chapter 5, 6 and 7. While our 
findings revealed that some of the study variables were significantly related to respectively 
teachers’ P-O fit and intention to move / leave, an amount of the variance remained 
unexplained. This implies that while the configuration of HR practices (i.e. strategic and HR 
orientation) and control variables accounted for a relative large portion of influence on 
teachers’ P-O fit, teachers’ P-O fit in turn only explained part of the variance of teachers’ 
intention to leave and move. This unexplained variance warrants future research into 
potentially other relevant teacher (e.g. self-efficacy; organisational commitment, autonomy) 
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(De Neve & Devos, 2017) and school level variables (e.g. school leadership) working as 
moderating or mediating variables.  
Beyond addressing these limitations, we like to suggest also some interesting directions for 
future research on the link between HRM, P-O fit and turnover. First, we agree with Youngs 
and colleagues (2015) future studies should incorporate multiple measures of fit 
simultaneously such as teachers’ person-organisation (P-O) fit, person-job (P-J) fit (i.e. the 
match between the abilities of a person and the demands of a job or the needs/desires of a 
person and what is provided by a job) and person-group (P-G) fit (i.e. the interpersonal 
compatibility between individuals and their work groups). A study by Boon and colleagues 
(2011) indicated, for example, that while (perceived) P–O fit mediates the relationship 
between (perceived) HR practices and the organisation-related outcomes (e.g. 
organisational commitment), P–J fit mediates the relationship between perceived HR 
practices and the job-related outcomes (e.g.  intention to leave and job satisfaction). 
Moreover, Grogan and Youngs’ (2011) study found, that for teachers with a range of 
experience levels, P-O fit and P-J fit were consistent and strong predictors of retention. For 
those with more work experience, P-O fit appeared a stronger predictor than P-J fit. For 
teachers early in their careers, the findings were mixed; while P-O fit was not a significant 
predictor of retention, P-G fit was. Specific to early career teachers, this finding may be a 
result of the fact that beginning teachers were more responsive to close personal 
relationships when making decisions about their careers because they are in the “sink-or-
swim” phase of their careers (Smith & Ingersoll, 2004). Gaining a deeper understanding of 
the antecedents and consequences of teachers’ P-G fit would be especially interesting in the 
light of recent studies showing the importance of a supportive social network of beginning 
teachers (e.g. Ooghe, Thomas, Tuytens, Devos & Vanderlinde, 2016). Second, we believe it 
would be interesting to integrate both perceptional data on turnover intentions and 
employability and objective information on actual turnover and teacher labour market in 
further research. In this dissertation, we did not examine actual turnover or actual 
employability; we merely asked about the intention for leaving or moving among teachers 
who had not yet left or moved and asked teachers to indicate how they perceive their 
employability in another job or school. Nevertheless, in order to make research on actual 
turnover and teacher labour market achievable, Flemish government should keep track of 
more detailed information (e.g. on actual ‘movers’ and ‘leavers’ and teacher labour market 
variables) and ensure this data is accessible for researchers in the future. Finally, considering 
the need to limit our research domain, we restricted our scope to four kinds of outcomes for 
teachers (e.g. P-O fit, job satisfaction, intention to leave, intention to move). However, based 
on a review on single HR practices (Vanblaere et al., 2017), it might be expected that also 
other teacher outcome variables such as ‘changes in practices’ or ‘interaction between 
teachers’ are related to HRM. A possible avenue for future research is to explore the 
association between SHRM and these outcome variables. Moreover, including student level 
variables (e.g. student achievement, amount of students moving into senior secondary 
general education, wellbeing or engagement) among the outcome variables was beyond the 
scope of this dissertation. Yet, as the implementation of SHRM is ultimately intended for the 
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benefit of students, we plea for future research investigating the direct and indirect relations 
between SHRM, teacher outcomes and student outcomes.   
Implications 
Theoretical implications 
The findings of this dissertation contribute to the theoretical literature and related empirical 
research on SHRM in education in several ways. To the best of our knowledge, this 
dissertation is one of the first empirical studies studying a bundle of HR practices from a 
school principal’s perspective. Rather than analysing isolated HR practices, this study adopts 
a holistic view that promises a better understanding of the management of new teachers. 
The HRM typology identified in this dissertation provided insight into the variety of HR 
configurations in terms of the differences in their strategic orientation and HR orientation, 
which can advance future research on HRM in education. Furthermore, until now, literature 
on educational leadership and HRM in education were mostly two separate streams of 
research. Hence, in this dissertation an important step is taken in order to link educational 
leadership to the configuration of a bundle HR practices. More specifically, the dissertation’s 
findings contributed to a better understanding of school leadership styles and practices 
necessary in the context of SHRM. Third, as the study of teachers’ P-O fit is still an emerging 
field focusing mainly on teachers’ own sense of fit, this dissertation advanced our theoretical 
understanding of teachers’ ‘actual’ fit between own preferred school values and the school 
culture. More specifically, we gained insight in how SHRM can affect teachers’ P-O fit and 
how this in turn influences teachers’ turnover intention. In regard to the latter, this 
dissertation is one of the first investigating both the mediating role of job satisfaction and 
moderating role of perceived employability in the different-source P-O fit–turnover intention 
relationship. Given the fact that job satisfaction has been rarely studied as a mediator in the 
P-O fit–turnover relationship and teachers’ perceived employability has been seldom taken 
into account, this was an interesting addition to the literature. Finally, in contrast with most 
teacher turnover intention research, in this dissertation we approached ‘intention to leave’ 
and ‘intention to move’ as two separate constructs. The benefit of this approach is that it 
illustrates how P-O fit affects intention to move and leave differently and reconfirms the need 
- stressed by also other researchers (e.g. McInerney, Ganotice, King, Marsh & Morin, 2015; 
Kukla-Acevedo, 2009) - to differentiate between ‘leavers’ and ‘movers’ in future research 
models. 
Methodological implications 
A main methodological strength of this dissertation is the multi-source character of our 
studies. This avoided the risk of common-method variance, which can threaten the validity 
of findings and occurs when data representing the dependent and independent variables 
come from the same respondent, using similar methodologies (Antonakis, Bendahan, 
Jacquart & Lalive, 2010). In different studies we included data from both principals and 
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teachers (i.e. Chapter 3, 4, 5 and 7) and/or included quantitative data about structural 
characteristics of the school obtained from a second source (i.e. government databases) (i.e. 
Chapter 2, 5 and 6). Moreover, we consider the use of the different-source P-O fit index in 
this dissertation (i.e. Chapter 5, 6 and 7) as a methodological strength as this this index is less 
prone to measurement problems (e.g. single-source concerns and reliability issues), in 
contrast to the same-source fit index mostly used in previous research on teachers’ P-O fit. 
Another methodological factor that strengthens the conclusions of this dissertation is that 
we combined a quantitative and qualitative approach to our investigation resulting in 
qualitative, quantitative and mixed-methods studies. In addition, the data was analysed from 
various levels of analysis (i.e. school level, individual level and multilevel). Taking into account 
the nested structure of our data was necessary because ignoring this hierarchical structure 
may result in loss of information as well as incorrect standard errors and confidence intervals 
(Hox, 2010).  
Policy implications 
As explained in detail in Chapter 1, Flemish government leaves a lot of leeway to individual 
schools in configuring HR practices for new teachers. Flemish schools can implement their 
own procedures with regard to the recruitment and selection of teachers (European 
Commission, 2013), are free to decide how they support new teachers (European 
Commission, 2013) and have relatively large autonomy in preventing temporally teachers 
getting in the tenure-track position by discontinuing their temporally contract (after one or 
two years) without a formal performance evaluation (Devos, van Petegem, Vanhoof, 
Declercq, Delvaux, 2014). In the context of constitutional protected ‘freedom of education’, 
in Flanders the importance of granting autonomy to schools was always stressed in HRM 
related policy. In the decree on teacher evaluation, for example, only broad rules were set to 
evaluate teachers which places a high responsibility on schools and principals to implement 
and conduct teacher evaluation (Tuytens, 2012). Only recently the importance of using this 
autonomy to implement a HRM ‘strategically’ was emphasised by the government. This was 
done through the launch of a general framework outlining the minimum requirements of 
schools related to the quality of education (i.e. ‘Referentiekader Onderwijs Kwaliteit (ROC)) 
(Flemish Department of Education and Training, 2017). This framework describes certain 
context and input characteristics which schools should take into account when designing 
education. Moreover, it formulates concrete quality expectations related to four main areas: 
‘results and effects’, ‘development of learners’, ‘quality development’ and ‘school policy’. 
These quality expectations are strongly related to each other and are followed by a ‘quality 
image’ which is a more detailed description of how these expectations can be translated in 
concrete objectives. A quality expectation which is clearly related to HRM is: ‘The school 
develops and implements a personnel and professionalisation policy’. This expectation is 
further translated in two quality images: ‘The school develops and implements an effective 
personnel policy which is integral and coherent’ and ‘The school develops and implements 
an effective professionalisation policy and takes into account the specific needs of beginning 
teachers’. These two quality images indirectly emphasise the necessity to implement SHRM 
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as ‘implementing a coherent and integral personnel policy’ refers to a strategic orientation, 
on the one hand, and ‘taking into account needs of beginning teachers in professionalisation’ 
refers to the HR orientation, on the other hand. 
While we acknowledge and appreciate the recent attempts of policy makers to incorporate 
the importance of SHRM in their policy documents, we believe that more can be done to 
facilitate and guarantee the actual implementation of these ideas, because our findings show 
large differences between schools in the enactment of SHRM. A high degree of school 
autonomy is crucial in the Flemish context and is inherent to the functioning of the 
educational system. This makes that policy makers have little room for manoeuvre when it 
comes to giving directions to schools. Yet, we believe that emphasising the importance of 
SHRM is not enough. First, we believe more time could be provided for principals to focus on 
SHRM responsibilities (which go further than solely administrative HRM tasks). Research 
points to the fact that Flemish principals’ job package is complex and comprehensive (Devos, 
Engels, Aelterman, Bouckenooghe & Hotton, 2005; Vanblaere, Bellemans & Devos, 2018). 
Especially within primary education, Flemish research shows that a lot of basic administrative 
tasks related to personnel and student administration are carried out by school principals 
(Devos et al., 2005; Devos, Tuytens, Leysen & Ysenbaert, 2013). In order to ensure the 
implementation of SHRM in primary education, we believe the structural reinforcement of 
administrative personnel in primary education stays a priority. Moreover, following previous 
policy recommendations (Devos et al., 2013; 2014; 2016; Vanblaere et al., 2018), we believe 
principals could be supported in their task as HR manager through the provision of resources 
in order to provide effective teacher induction. This implies that principals could start 
developing teacher leaders who could assist them with school leadership and thus facilitate 
a professional learning community. The fact that there is recently increased policy attention 
for the provision of extra resources for administrative personnel and teacher induction is 
highly appreciated in this regard. Second, we believe it is important to note - in line with 
previous research  (Devos et al., 2016; Vanblaere et al., 2018) - that besides a lack of time and 
resources principals perceive the legal position of the teacher and existing seniority rules 
within the school network as barriers for the enactment SHRM. When expecting from 
schools to implement SHRM effectively,  policy makers should not ignore the fact that school 
leaders are often restricted in making strategic hiring and retention decisions as they are 
forced to take into account seniority rules and the legal position of teachers. In this regard, 
we believe both the barriers itself and ways to help principals in eroding the barriers that 
inhibit their attempts to install SHRM (e.g. collaboration with other schools) should stay a 
point of discussion. Third, in line with previous research (Devos et al., 2016; Vanblaere et al., 
2018), it seems that school leaders experience difficulties in attracting skilled teachers 
(especially for short-time contracts during the school year). This urges policy makers to 
ensure the quality of teacher education in Flanders, on the one hand, and to invest in the 
attractiveness of the teaching job, on the one hand.  
Practical implications 
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In general the results of this dissertation point to the importance of SHRM. It has been found 
to be beneficial for teachers’ P-O fit which is in turn positively related to teachers’ job 
satisfaction and ultimately lowers teachers’ intentions of leaving the profession or moving to 
another school. Although we recognise the advantages of SHRM, we also acknowledge this 
is not an easy task and that it contests the practice of a substantial fragment of Flemish 
schools. In what follows, we discuss several practical implications for school leaders and their 
school team that originate from this dissertation. 
First, beyond emphasising the importance of the school leader, the results of this dissertation 
suggest the need to combine instructional and transformational leadership in the context of 
SHRM. In this regard, we recommend principals -as was also done by Knies & Leisink (2017)- 
to pay attention to both leadership styles and emphasise either being deeply involved with 
teachers’ classroom practices and providing them with suggestions as an instructional 
leaders, or motivating and supporting their teachers as a transformational leader, depending 
on teachers’ and schools’ needs. Yet, with this recommendation we do not want to give the 
impression that this should be a solo activity of the school principal. Actually, in line with 
recent recommendations (Knies & Leisink, 2017), we suggest to build leadership capacities of 
colleagues through the progressive distribution of HRM responsibilities within the team.  
Second, this dissertation suggests that the presence of a clear school vision and aligned 
school goals is a first step in implementing SHRM. In this regard, we suggest that principals 
must begin to take the time to understand the values that already predominate in the school 
culture and the extent to which they are creating a fertile ground for the implementation 
SHRM. Instead of recommending them they should “dictate” ‘collaborative’ and ‘innovative’ 
values dramatically, we believe in line with Day and colleagues (2016) that school leaders 
should be sensitive to the existing culture and context. While this does not mean that they 
should use qualitatively different HR practices, the way in which they apply these HR 
practices should demonstrate responsiveness to, rather than dictation by, the contexts in 
which they work. Nevertheless, we also believe principals can subtly introduce changes into 
the value mix through shared vision building. Regular team meetings especially focused on 
the vision of the school might be a good practice in this regard. Moreover, we believe 
principals act also as “gatekeepers” by managing school culture through their HRM. Through 
the use of strategic staffing criteria they might be able to create a collaborative and 
innovative culture on long term basis. Moreover, collaborative and innovative values could 
be communicated through the regular support and appraisal of new teachers, on the one 
hand, and the stimulation of professional development, on the other hand.  
The above-mentioned implications might have consequences for principal selection, support 
and professional development. When giving principals high autonomy in HRM, as it is the 
case in Flanders, school boards (who are in charge of recruitment and selection of principals 
in Flanders) should give enough attention to what knowledge, skills or tools are needed to 
manage new teachers and school principals should be carefully selected or elected if the aim 
is to implement SHRM. In this regard, we believe - in line with Knies & Leisink (2017) - it is 
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important to make sure that school boards are sufficiently aware of this responsibility and 
have the necessary professionalism to select but also induct and support principals 
effectively. Moreover, we believe it is tremendously important to invest in professional 
development of school leaders. Pre-service and in-service training would be helpful, in the 
first place, to communicate the importance of the principal’s role and to portray HRM as a 
system of strategic and interconnected practices rather than discrete and 
compartmentalised functions (Smylie & Wenzel, 2006; Knies & Leisink, 2017). With the latter 
it may be possible to change general depictions of HRM as a ‘hub and spoke arrangement’ 
with single HR practices (Scribner, Smylie & Mosley, 2008). Nevertheless, we believe that 
stressing the importance of SHRM in principal training is not enough. In line with others 
(Geijsel, Krüger & Sleegers, 2010), we argue that knowing which leadership practices are 
important in the context of SHRM does not imply that the school leader (or the whole school 
team) is capable of implementing these practices. Actually, we believe school leaders should 
be supported in the development and implementation of SHRM. An important task might be 
granted to pedagogical counsellors and pedagogical advisors in this regard. The results of 
this dissertation (i.e. in Chapter 4) imply that installing SHRM might require -at the same time- 
also substantial changes in school culture. Hence, it is not as easily reached as it might seem 
or is often proposed. In line with Geijsel (2015), we believe principals might be supported by 
helping them to learn from their own practice. In the context of SHRM, we argue that 
professional development activities for school leaders should focus on reflection on their 
own HR and leadership practices in order to develop the effectiveness and success of 
leadership in HRM and to keep on nourishing ‘practical wisdom’. The HRM typology 
developed in this dissertation  (i.e. Chapter 2) might help principals to reflect on their own 
practice. They might position themselves into one of the four quadrants to assess whether 
their focus is mainly dominated by strategic orientations or whether their emphasis is more 
towards an HR orientation. This can aid principals in thinking about their HRM in terms of 
balancing strategic goals with the needs and motivations of their teachers. Hence, reflecting 
on the configuration of HR practices in their own schools might be an importance entrance 
to possibly adjust current practices. As we strongly believe that reflection can be stimulated 
by confronting principals’ own practice with those of colleagues, we see potential in the 
development of communities for leaders (e.g. both within and across school networks/ 
school boards). These communities of leaders might exchange experiences, discuss issues, 
and learn from each other. Taken together, the above suggestions stress important 
challenges schools faced with but offer at the same time insight on ‘how’ to select and 
develop  new teachers strategically and ‘why’ this is beneficial.  
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Measurement scales 
Scale Items (in English) Items (in Dutch) 
Instructional 
leadership 
(based on Louis, 
Dretzke & 
Wahlstrom, 2010) 
My school leader clearly defines 
standards for instructional practices. 
 
 
My school leader discusses 
instructional issues with me. 
 
My school leader observes my 
classroom instruction. 
 
(My school leader attends teacher 
planning meetings.) 
 
My school leader makes suggestions 
to improve classroom behavior or 
classroom management. 
 
My school leader gives specific ideas 
on how to improve my instruction. 
 
 
(My school leader buffers teachers 
from distractions to their 
instruction.) 
 
Mijn schoolleider stelt duidelijke 
standaarden voor de 
onderwijspraktijk voorop. 
 
Mijn schoolleider  bespreekt 
onderwijskundige kwesties met me. 
 
Mijn schoolleider observeert mijn 
klaspraktijk. 
 
(Mijn schoolleider woont 
vakvergaderingen bij.) 
 
Mijn schoolleider geeft suggesties 
om mijn klasmanagement te 
verbeteren. 
 
Mijn schoolleider geeft specifieke 
ideeën over hoe ik mijn 
onderwijspraktijk kan verbeteren. 
 
(Mijn schoolleider behoedt 
leerkrachten voor belemmeringen 
van de klaspraktijk.) 
 
Transformational 
leadership 
(Hulpia, Devos & 
Rosseel, 2009) 
My school leader premises a long 
term vision. 
 
My school leader debates the school 
vision. 
 
My school leader compliments 
teachers. 
 
My school leader helps teachers. 
 
 
My school leader explains his / her 
reason for criticism to teachers. 
 
 
My school leader is available after 
school to help teachers when 
assistance is needed. 
 
My school leader looks out for the 
personal welfare of teachers. 
 
 
Mijn schoolleider stelt een lange 
termijnvisie voorop. 
 
Mijn schoolleider maakt de visie van 
de school bespreekbaar. 
 
Mijn schoolleider geeft positieve 
feedback aan de leerkrachten. 
 
Mijn schoolleider helpt de 
leerkrachten. 
 
Mijn schoolleider motiveert de 
kritiek die hij/zij aan leerkrachten 
geeft. 
 
Mijn schoolleider is beschikbaar na 
de schooluren voor de 
leerkrachten. 
 
Mijn schoolleider hecht veel belang 
aan het welbevinden van het 
personeel. 
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My school leader encourages me to 
pursue my own goals for 
professional learning. 
 
My school leader encourages me to 
try new practices consistent with my 
own interests. 
 
 
My school leader provides 
organizational support for teacher 
interaction. 
Mijn schoolleider moedigt 
leerkrachten aan om hun eigen 
doelen voor professionele 
ontwikkeling na te  streven. 
Mijn schoolleider moedigt 
personeelsleden aan om nieuwe 
initiatieven te proberen die in de lijn 
liggen van hun interesses. 
 
Mijn schoolleider ondersteunt 
organisatorisch de communicatie 
en samenwerking tussen 
personeelsleden. 
 
Perceived 
organisational 
values / preferred 
organisational 
values  
(Dumay, 2009) 
 
 
In my school …/ I think it is 
important that … 
 
[Collaboration] 
 
… teachers are keen to share their 
teaching material.  
 
… teachers take time to work 
collectively.  
 
… teachers value mutual support. 
 
 
… collaboration between teachers is 
highly valued. 
 
 
… a lot of time is invested in 
teachers’ collaboration. 
 
 
… collaborating is seen as a tradition 
in the school.  
 
 
[Innovation] 
 
… new ideas are regularly debated 
and discussed. 
 
 
… teachers develop a critical view 
about their professional practices. 
 
 
… teachers are open to new ideas 
about their teaching practices. 
 
 
In mijn school is het zo dat  …/ Ik 
vind het belangrijk dat … 
 
[Samenwerking] 
 
… leerkrachten bereid zijn om hun 
lesmateriaal uit te wisselen.  
 
… leerkrachten de tijd nemen om 
samen te werken. 
 
… leerkrachten wederzijdse 
ondersteuning waarderen. 
 
… samenwerking tussen 
leerkrachten sterk wordt 
gewaardeerd. 
 
… er veel tijd wordt geïnvesteerd in 
de samenwerking tussen 
leerkrachten. 
 
… samenwerking als een traditie 
wordt beschouwd. 
 
 
[Innovatie] 
 
… over nieuwe ideeën regelmatig 
gediscussieerd en gedebatteerd 
wordt. 
 
… leerkrachten  een kritische visie 
ontwikkelen over hun professionele 
activiteiten. 
 
… leerkrachten open staan voor 
nieuwe ideeën met betrekking tot 
hun lespraktijk. 
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… teachers are keen to experiment 
with new pedagogical methods. 
 
 
… innovations are highly valued 
within the team. 
 
… professional development is 
conceived as an important aspect of 
the profession.  
 
 
[Discipline] 
 
… the respect of the disciplinary 
norms (by the students) is central. 
 
 
… students who do not behave 
according to the disciplinary norms 
are sanctioned consequently.  
 
 
… teachers are concerned by 
students’ bad behaviour (and not 
only their learning). 
 
… the disciplinary rules are clear for 
all students. 
 
 
[Academic emphasis] 
 
… a great emphasis is put on 
student performance. 
 
… teachers expect that students will 
perform at best. 
 
 
… teachers have high expectations 
concerning their students’ 
performance. 
 
… leerkrachten enthousiast zijn om 
nieuwe pedagogische methoden uit 
te proberen. 
 
… innovaties hoog gewaardeerd 
worden binnen het team. 
 
… professionele ontwikkeling 
beschouwd wordt als een 
belangrijk onderdeel van het 
lerarenberoep. 
 
[Discipline] 
 
… het respecteren van disciplinaire 
regels (door leerlingen) centraal 
staat. 
 
… leerlingen, die zich niet volgens 
de disciplinaire regels gedragen, 
consequent worden 
gesanctioneerd. 
 
… leerkrachten zich bezig houden 
met het ongehoord gedrag van 
leerlingen (niet enkel hun leren). 
 
… de disciplinaire regels voor alle 
leerlingen duidelijk zijn. 
 
 
[Prestatiegerichtheid] 
 
… er veel belang wordt gehecht 
aan leerlingprestaties. 
 
… leerkrachten van leerlingen 
verwachten dat ze zo goed 
mogelijk presteren. 
 
… leerkrachten hoge 
verwachtingen hebben met 
betrekking tot de prestaties van 
leerlingen. 
 
Job satisfaction 
(based on Caprara, 
Barbaranelli, 
Borgogni, & Steca, 
2003) 
I feel good at my school. 
 
I am satisfied with what I achieve at 
my school. 
 
I am happy with the way my 
colleagues and superiors treat me. 
 
 
Ik voel me goed op mijn school. 
 
Ik ben tevreden met wat ik bereik 
op mijn school. 
 
Ik ben blij met de manier waarop 
collega’s en leidinggevenden mij 
behandelen. 
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I am happy with my job. Ik ben tevreden met mijn job. 
 
Intention to move 
to another school  
(based on Carmeli & 
Weisberg, 2006) 
I think a lot about leaving this 
school. 
 
I am actively searching for another 
school to teach.  
 
As soon as it is possible, I quit 
teaching at this school. 
Ik denk er vaak aan om deze school 
te verlaten. 
  
Ik ben actief opzoek naar een 
andere school waar ik kan lesgeven. 
 
Van zodra het mogelijk is, stop ik 
met lesgeven op deze school. 
 
Intention to leave 
the profession 
(based on Carmeli & 
Weisberg, 2006) 
I think a lot about leaving the 
teaching profession. 
 
I am actively searching for another 
job outside education. 
 
As soon as it is possible, I will leave 
the teaching profession. 
Ik denk er vaak aan om het 
onderwijs te verlaten.  
 
Ik ben actief opzoek naar een 
andere job buiten het onderwijs. 
 
Van zodra het mogelijk is, stop ik 
met lesgeven in het onderwijs. 
 
Perceived 
employability in 
another school   
 (based on De 
Witte, 1992) 
I am optimistic that I would find a 
teaching position in another school, 
if I looked for one. 
 
 
I will easily find another teaching 
position in another school, if I lose 
this job in this school. 
 
 
I am confident that I could quickly 
get a job in another school. 
Ik ben optimistisch over het feit dat 
ik een job als leerkracht in een 
andere school zou vinden, indien ik 
er op zoek naar zou gaan. 
 
Ik zou gemakkelijk een andere 
school vinden waarin ik kan 
lesgeven, als ik mijn job in deze 
school verlies. 
 
Ik heb er vertrouwen in dat ik snel 
een job in een andere school zou 
kunnen krijgen.  
 
Perceived 
employability 
outside education  
(based on De Witte, 
1992) 
I am optimistic that I would find job 
outside education, if I looked for 
one. 
 
 
I will easily find a job outside 
education, if I lose this job. 
 
 
 
I am confident that I could quickly 
get a job outside education. 
Ik ben optimistisch over het feit dat 
ik een job buiten het onderwijs zou 
vinden, indien ik er op zoek naar 
zou gaan. 
 
Ik zou gemakkelijk een andere job 
kunnen vinden buiten het 
onderwijs, indien ik deze job zou 
verliezen. 
 
Ik heb er vertrouwen in dat ik snel 
in een andere job buiten het 
onderwijs zou kunnen krijgen. 
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English summary 
Selecting and developing new teachers strategically. A 
study into the configuration of HR practices and 
teachers’ fit into schools 
Given the challenging and changing context schools are faced with, there is an on-going call 
for schools to implement strategic human resource management (SHRM). However, as 
studies on SHRM in the educational field are still scarce, the rationale for applying SHRM was 
largely theoretical and intuitive. The limitations in the current literature were the main 
challenges to address in the present dissertation. An important issue here is a lack of insight 
in how school leaders configure a bundle of HR practices for new teachers as previous 
educational research mostly focused on (the perceptions of teachers on) single isolated HR 
practices. Moreover, although the importance of school leadership for HRM is recognised, 
many questions remain on how school leadership styles relate to HRM and which practices 
are related to the implementation of SHRM. In addition, although there are several reasons 
to believe schools might benefit from the implementation of SHRM, several authors have 
stressed the need to investigate the outcomes of SHRM in the education sector as this sector 
should be seen as different from the private sector. More specifically, a deeper 
understanding is needed of possible mechanisms through which SHRM might affect 
teachers’ intention to leave the profession, on the one hand, and teachers’ intention to move 
to another school, on the other hand. Person-Organisation (P-O) fit is such a mechanism 
which recently received more attention, also in the educational field. Yet, until now P-O fit 
was mostly investigated in direct relation to teacher outcomes rather than taking into 
account possible mediating variables (e.g. job satisfaction) or moderating variables (e.g. 
perceived employability) influencing this relationship. Moreover, P-O fit was seldom 
approached as a possible outcome of SHRM. Moreover, until now, educational researchers 
approached fit mainly in terms of teachers’ own sense of fit (i.e. perceived fit) rather than 
the actual fit between teachers’ values and school values perceived by other teachers in the 
school. To tackle these diverse challenges (which were discussed more in detail in the 
Chapter 1), three research objectives were put forward: 
 Research objective 1 (RO 1): Exploring the configuration of HR practices for new 
teachers in the context of primary education. 
 Research objective 2 (RO 2): Identifying school leadership characteristics that are 
related to the configuration of HR practices. 
 Research objective 3 (RO 3): Investigating the relationship between the 
configuration of HR practices, teachers’ P-O fit (using a different-source fit index) and 
turnover intention. 
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These three research objectives have been tackled from different methodological 
perspectives throughout the different empirical studies that were described in Chapter 2 to 
7 of this dissertation. In particular, this dissertation includes one quantitative study (Chapter 
6), two qualitative studies (Chapter 2 and 4) and three mixed-methods studies (Chapter 3, 5 
and 7).  
In Chapter 2 we investigate how a bundle of HR practices for new teachers is configured by 
school leaders (cf. RO 1). Relying on semi-structured interviews with 54 primary school 
principals four types of HRM are identified (i.e. administrative HRM, developmental HRM, 
strategic HRM and strategic-developmental HRM). This typology -which is an important part 
in this dissertation on which is further built on in following chapters - shows that school 
leaders configure a bundle of HR practices in various ways and that only a minority of 
principals configure bundles of HR practices for new teachers in a strategic orientated way. 
Moreover, they point to a disharmony in principals’ beliefs regarding how new teachers 
should be managed. Differences between these four HRM types could be found in the extent 
to which principals perceive and cope with external challenges, rather than in the school’s 
context.  
Chapter 3 builds on the previous chapter by investigating the relationship between 
principals’ leadership styles and the configuration of HR practices by principals (cf. RO 2). 
More specifically, this study investigates: 1) the relationship between instructional and 
transformational leadership and the strategic and HR orientation of principals and 2) the 
difference in instructional and transformational leadership between the administrative, 
developmental, strategic and strategic-developmental HRM type. Data for this study were 
gathered using a mixed methods approach, including interviews with 75 principals as well as 
an online survey of 1058 teachers in Flemish primary education. Qualitative interview data 
were transformed and analysed together with the quantitative survey data  using logistic 
regression and ANOVA analyses. The results indicate that both instructional and 
transformational leadership is associated with the strategic orientation of principals. The HR 
orientation, on the other hand, is not reflected in the principals’ leadership style.  
Chapter 4 zooms in on the interplay between the configuration of HR practices, school 
leadership and school culture (cf. RO 1 and RO 2). The study reported on in this chapter builds 
on the typology identified in Chapter 2 by looking at two similar cases in two HRM types 
which differ from each other regarding both the strategic and HR orientation (i.e. 
administrative and strategic-developmental HRM). Relying on interviews with principals, 
school members (i.e. teachers and other relevant actors) and documents, this study aims to 
analyse how differences in the configuration of a bundle of HR practices for new teachers 
relate to differences in school culture. Moreover,  in this study we explore in depth how 
school leaders align HRM and school culture in both HRM types. Based on this study 
important differences in school culture are noticed according to the way HR practices were 
configured by the school principal. Through the identification of specific leadership practices, 
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the results show that school leaders implementing SHRM act as the ‘glue’ between HRM and 
culture.  
In Chapter 5 the relationship between the configuration of HR practices and teachers’ degree 
of P-O fit is analysed, while taking into account both school and teacher characteristics (cf. 
RO 3). A mixed methods design was used to collect both qualitative and quantitative data 
from principals and teachers in 56 Flemish primary schools. The qualitative data, which 
provides insight into principals’ configuration of HR practices, were converted into numerical 
scores and analysed, together with the quantitative teacher data, using multilevel analysis. 
The results show that both principals' strategic and HR orientation are associated with 
teachers’ P-O fit. This study contributes to the research field of SHRM in education by 
studying a bundle of HR practices and how this relates to the fit of teachers’ own values with 
the school culture.  
Chapter 6 examines the moderating role of teachers’ employability perceptions on teachers’ 
P-O fit-job satisfaction-turnover intention relationship (cf. RO 3). More specifically, in this 
chapter, we focus on turnover intention (i.e. the intention to leave and the intention to 
move), taking into account perceived employability (i.e. perceived employability outside 
education and perceived employability outside the current school). Using survey data from 
997 teachers across 74 schools moderated mediation analysis is conducted. The analysis 
revealed different results for the hypothesised relationships depending on the specific 
dimension of turnover (i.e. intention to leave the profession or intention to move to another 
school). While P-O fit is directly related to the intention to move to another school, no 
evidence was found for a direct relation between P-O fit and the intention to leave the 
profession. Moreover, the results showed that the relation between P-O fit and the intention 
to leave/intention to move is mediated by job satisfaction. Yet, only for intention to leave, a 
small but significant moderating effect of perceived employability was found. These findings 
provide insight into the psychological processes of teachers wanting to leave the teaching 
profession or move to another school. 
Chapter 7 offers an integration of the results presented in Chapter 2, 5 and 6. Drawing on 
interview data with principals and the survey results from teachers differences in the 
relationship between teachers’ P-O fit, job satisfaction and intention to move to another 
school are explored depending on the strategic and HR orientation of principals (cf. RO 3). A 
mixed methods design was used to collect both qualitative and quantitative data from 
principals and teachers in 56 Flemish primary schools. The qualitative data, which provides 
insight into principals’ configuration of HR practices, were converted into numerical scores 
and analysed, together with the quantitative teacher data, using multiple group path 
analysis. The key findings show that the relation between P-O fit and intention to move 
operates differently depending on the HR orientation of the teacher’s principal but not on 
their strategic orientation. This finding supports the need for closer attention to be given to 
the investment of new teachers and the impact this has on the direct and indirect effect of 
teachers’ P-O fit on teachers’ intention to move. 
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In summary, this dissertation indicates that the implementation of SHRM might be more 
difficult than often is stated. Yet, through the presentation of ‘good-practices’ this 
dissertations shows at the same time that the enactment of SHRM is not an impossible task. 
Based on this dissertation’s results the crucial role of the school leader in implementing 
SHRM can be restressed. More specifically, the results emphasise the importance of 
proactive behaviour, a combination of instructional and transformational leadership and a 
sense of responsiveness towards the school culture. Furthermore, this dissertation stresses 
the advantages of SHRM in the context of teachers’ intention to leave the profession and 
intention to move to another school. More specifically, this dissertation indicates that the 
‘actual’ fit of teachers within the school culture should be seen as an important mechanism 
between SHRM and turnover intention. These main conclusions are discussed in detail in 
Chapter 8 by presenting the main results and through a presentation of 3 overreaching 
themes of discussion. This final chapter also includes a discussion of the limitations of the 
studies and possible directions for future research are formulated. Finally, implications for 
theory, empirical research, policy, and practice are discussed.  
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Dutch summary 
Nederlandstalige samenvatting 
Strategisch selecteren en ontwikkelen van nieuwe 
leerkrachten. Een studie naar de configuratie van HR 
praktijken en de fit van leerkrachten binnen scholen 
 
Context 
De onderwijssector is volop in beweging. Het onderwijs staat voor grote uitdagingen 
waaronder het verbeteren van onderwijskwaliteit en het aansluiten bij ontwikkelingen in de 
maatschappij en bij veranderende behoeften van leerlingen en ouders. Om tegemoet te 
komen aan deze recente uitdagingen en ontwikkelingen is er binnen onderwijs de laatste 
jaren een groeiende aandacht voor het belang van personeelsbeleid of ‘human resource 
management’ binnen onderwijs. Hoewel bestaand onderzoek naar verschillende geïsoleerde 
personeelspraktijken (bv. aanwerving, aanvangsbegeleiding, professionele ontwikkeling en 
leerkrachtevaluatie) verschillende interessante inzichten heeft opgeleverd, is er tot op 
vandaag weinig onderzoek die zich richt op de manier waarop scholen werk maken van een 
geïntegreerd personeelsbeleid. Buiten het onderwijsveld, echter, is men meermaals tot de 
vaststelling gekomen dat de effecten van personeelsbeleid niet voortkomen uit geïsoleerde 
praktijken maar eerder uit het vormgeven van verschillende personeelspraktijken samen, die 
elkaar versterken. Meer specifiek wijzen verschillende onderzoekers op het versterkende 
effect van een ‘strategisch personeelsbeleid’ (of: ‘strategic human resource management’ 
(SHRM)) dat personeelspraktijken tot stand brengt die afgestemd zijn op de 
organisatiedoelen en worden vertaald in één geïntegreerd systeem. Hoewel het belang van 
een strategisch personeelsbeleid binnen onderwijs steeds meer (inter)nationaal herkend 
wordt (Smylie & Wenzel, 2006; Leisink & Boselie, 2014), is onderzoek ernaar tot nu toe zeer 
beperkt. Meer bepaald is het tot op vandaag onduidelijk hoe schoolleiders een set van 
personeelspraktijken voor nieuwe leerkrachten configureren of vormgeven. In dit 
proefschrift focussen we op de manier waarop schoolleiders nieuwe leerkrachten 
aanwerven, hoe ze in aanvangsbegeleiding voorzien en hoe omgaan met de tijdelijke 
aanstelling van doorlopende duur (TADD). Hoewel het belang van de schoolleider binnen 
personeelsbeleid herkend wordt, weten we weinig over de manier waarop de implementatie 
van strategisch personeelsbeleid in verband staat met kenmerken van schoolleiderschap 
(Robinson, Lloyd & Rowe, 2008). Bovendien duiden verschillende onderzoekers aan dat er 
meer inzicht nodig is op het vlak van de effecten van strategisch personeelsbeleid in de 
onderwijscontext. Hoewel we op basis van onderzoek binnen de privé sector kunnen 
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veronderstellen dat de implementatie van strategisch personeelsbeleid tot positieve 
uitkomsten voor werknemers en de organisatie zelf kan leiden, is onderzoek binnen de 
onderwijscontext noodzakelijk. Verschillende onderzoekers (bv. Knies & Leisink, 2018; 
Leisink & Boselie, 2014; Smylie et al., 2004) benadrukken dit aangezien de publieke sector 
(waarbinnen onderwijs valt) sterk verschilt van de privé sector. Meer bepaald is er meer 
inzicht nodig met betrekking tot mogelijke mechanismen waardoor strategisch 
personeelsbeleid leidt tot gewenste effecten. In dit verband wordt in dit proefschrift 
gefocust op de intentie van leerkrachten om het onderwijs te verlaten, enerzijds, en de 
intentie van leerkrachten om van school te veranderen, anderzijds. Recent onderzoek buiten 
het onderwijsveld toont aan dat Person-Organisation (P-O) fit, of de mate waarin een 
werknemer past binnen de organisatie, een mogelijk mechanisme is tussen strategisch 
personeelsbeleid en verloopintentie. De mate waarin leerkrachten passen binnen scholen of 
de P-O fit van leerkrachten is een concept dat de laatste jaren meer aandacht heeft gekregen 
binnen de onderwijsliteratuur (Youngs, Pogodzinski, Grogan & Perrone, 2015). Echter, tot op 
vandaag is de fit van leerkrachten meestal onderzocht in directe relatie tot uitkomsten van 
leerkrachten zonder het in rekening brengen van mogelijke mediërende of modererende 
variabelen. Bovendien werd P-O fit tot nu toe zelden onderzocht als uitkomst van strategisch 
personeelsbeleid en werd het binnen onderwijsonderzoek meestal benaderd als de mate 
waarin leerkrachten het gevoel hebben te passen binnen de organisatie eerder dan een 
‘objectieve’ maat van fit binnen een organisatie. Om tegemoet te komen aan deze diverse 
onderzoekshiaten, werden drie onderzoeksdoelen naar voren geschoven die hieronder 
diepgaander worden besproken. 
Onderzoeksdoelen  
Het hoofddoel van dit proefschrift is nagaan hoe een set van personeelspraktijken voor 
nieuwe leerkrachten wordt geconfigureerd door de schoolleider en onderzoeken wat het 
verband is tussen deze configuratie en leiderschapsvariabelen enerzijds, en tussen de 
configuratie en uitkomsten voor leerkrachten, anderzijds. 
Dit hoofddoel wordt in dit proefschrift opgesplitst in drie onderzoeksdoelen (zie Figuur 1) 
 Onderzoeksdoel 1 (OD 1): De configuratie van personeelspraktijken voor nieuwe 
leerkrachten binnen het basisonderwijs in kaart brengen. 
 
 Onderzoeksdoel 2 (OD 2): De kenmerken van de schoolleider aanduiden die 
gerelateerd zijn aan de configuratie van personeelspraktijken voor nieuwe 
leerkrachten. 
 
 Onderzoeksdoel 3 (OD 3): Het verband onderzoeken tussen de configuratie van 
personeelspraktijken, de ‘actuele’ fit van leerkrachten binnen de schoolcultuur en 
hun intentie om uit het onderwijs of de school te verlaten.  
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Om aan bovenstaande onderzoeksdoelen tegemoet te komen, zijn zes empirische studies 
opgezet op verschillende niveaus van analyse en gebruikmakend van data verzameld bij 
verschillende respondenten: één kwantitatieve studie (Hoofdstuk 6), twee kwalitatieve 
studies (Hoofdstuk 2 en 4) en drie studies waarbij kwalitatieve en kwantitatieve data werd 
gecombineerd (= mixed methods design) (Hoofdstuk 3, 5 en 7).  
Met het oog op onderzoeksdoel 1 zijn twee kwalitatieve studies uitgevoerd (Hoofdstuk 2 en 
4). Om te onderzoeken hoe schoolleiders een set van personeelspraktijken voor nieuwe 
leerkrachten (nl. aanwerving, aanvangsbegeleiding en TADD-aanstelling) configureren 
werden in totaal 75 schoolleiders geïnterviewd aan de hand van semi-gestructureerde 
interviews. Op basis van een eerste set aan interviews (n=54) werden verschillen en 
gelijkenissen tussen schoolleiders geïdentificeerd op vlak van hun strategische oriëntatie 
(=de mate waarin de verschillende personeelspraktijken zijn afgestemd op de 
organisatiedoelen) en hun HR oriëntatie (= de mate waarin aandacht besteed wordt aan de 
ontwikkelingsnoden van nieuwe leerkrachten). Op basis van deze twee oriëntaties 
resulteerde deze analyse in het identificeren van vier types van personeelsbeleid voor nieuwe 
leerkrachten in het basisonderwijs (zie Hoofdstuk 2). In hoofdstuk 2 werd verder ook 
onderzocht of de configuratie van personeelspraktijken voor nieuwe leerkrachten verschilt 
naargelang de context van de school (bv. schoolligging, onderwijsnet en samenstelling van 
de leerlingenpopulatie). Hiertoe werden Fisher exact toetsen gebruikt. In hoofdstuk 4 werd 
de configuratie van personeelspraktijken voor nieuwe leerkrachten meer in detail 
onderzocht door in te gaan op de schoolcultuur als onderdeel van de schoolcontext. Voor 
deze studie werd gefocust op twee contrasterende types van personeelsbeleid die van elkaar 
verschillen op het vlak hun strategische en HR oriëntatie (nl. administratieve HRM type en 
strategisch-ontwikkelingsgerichte HRM type). In elk type werden 2 prototypische cases 
geselecteerd op basis van het interview met de schoolleider. Bijkomend werden in deze cases 
leerkrachten en andere relevante actoren binnen het schoolteam geïnterviewd (n=20) en 
geanalyseerd. Daarnaast werden ook documenten geanalyseerd die relevant waren in de 
context van personeelsbeleid (bv. visiedocumenten, documenten m.b.t. personeelsbeleid, 
inspectieverslagen).  
Hoewel onderzoeksdoel 2 tevens aan bod komt in hoofdstuk 2, staat het voornamelijk 
centraal in hoofdstuk 3 en 4. In hoofdstuk 3 werd aan de hand van een mixed methods design 
het verband tussen de leiderschapsstijl van schoolleiders en de configuratie van 
personeelspraktijken onderzocht. De configuratie van personeelspraktijken werd in deze 
studie in kaart gebracht aan de hand van semi-gestructureerde interviews met schoolleiders. 
Op basis van de strategische en HR oriëntatie (hoog versus laag) en de categorisering in één 
van de vier kwadranten van de typologie werden de kwalitatieve data gekwantificeerd. Deze 
gekwantificeerde data werden nadien gekoppeld aan survey data met betrekking tot de 
leiderschapsstijl van de directeur die verzameld werd bij leerkrachten. Na het aggregeren van 
de leerkrachtdata met betrekking tot de leiderschapsstijl van de directeur, werd een ANOVA 
en binaire logistische regressie uitgevoerd om het verband tussen de configuratie van 
personeelspraktijken en de leiderschapsstijl van de directeur te onderzoeken. In hoofdstuk 4 
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werd verder in detail onderzocht hoe de schoolleider de configuratie van 
personeelspraktijken afstemt op de schoolcultuur. Zoals hierboven beschreven, werd 
hiertoe een kwalitatieve case studie uitgevoerd. 
Onderzoeksdoel 3 wordt aangepakt in 3 studies waarvan 2 mixed methods studies 
(Hoofdstuk 5 en 7) en 1 kwantitatieve studie (Hoofdstuk 6). In de mixed methods studies 
werden de kwalitatieve data met betrekking tot de configuratie van personeelspraktijken 
gekwantificeerd en gecombineerd met kwantitatieve data verzameld bij leerkrachten (zoals 
in Hoofdstuk 3). In Hoofstuk 5 werd op die manier de relatie onderzocht tussen de 
configuratie van personeelspraktijken en de fit van leerkrachten binnen de schoolcultuur aan 
de hand van een multilevel analyse. Belangrijk hierbij is te vermelden dat de ‘actuele’ fit van 
leerkrachten binnen de schoolcultuur werd gemeten door dit te meten op een indirecte 
manier in plaats van aan leerkrachten te vragen in welke mate ze zelf het gevoel hebben te 
passen binnen de organisatie (= gepercipieerde P-O fit). Aan alle leerkrachten binnen de 
school werd in de eerste plaats gevraagd in welke mate ze bepaalde waarden binnen een 
schoolcultuur (nl. samenwerking, innovatie, discipline, prestatiegerichtheid) zelf belangrijk 
achten. Op deze manier werden de voorkeurswaarden van leerkrachten gemeten. In de 
tweede plaats werd aan alle leerkrachten gevraagd om aan te geven in welke mate diezelfde 
waarden door de school belangrijk werden geacht. Op deze manier werden de 
gepercipieerde waarden gemeten die nadien geaggregeerd werden op schoolniveau. Om 
uiteindelijk te komen tot een ‘actuele’ maat van fit werden de voorkeurswaarden 
gecorreleerd met de geaggregeerde gepercipieerde waarden (=maat voor schoolcultuur). 
Verder werd in Hoofstuk 6 aan de hand van een gemodereerde mediatie-analyse de 
modererende rol van tewerkstellingsperspectieven onderzocht in de relatie tussen de fit van 
leerkrachten, job tevredenheid en verloopintentie. Deze relatie werd zowel onderzocht voor 
de intentie om het onderwijs te verlaten en de intentie om van school te veranderen. Hoewel 
deze relatie onderzocht werd op het niveau van de leerkracht, werd de geclusterde structuur 
in rekening gebracht door gebruik te maken van lavaan.survey. Tenslotte werd in hoofdstuk 
7 werd aan de hand van een multipele groep mediatie-analyse onderzocht of de relatie tussen 
de fit van leerkrachten, job tevredenheid en de intentie om te veranderen van school 
verschilt naar gelang de configuratie van personeelspraktijken. 
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Figuur 1. Onderzoeksdoelen. 
Overzicht van de resultaten 
De configuratie van personeelspraktijken voor nieuwe leerkrachten 
(OD 1) 
Ondanks de toenemende aandacht die besteed wordt aan het voeren van een strategisch 
personeelsbeleid, is er in de literatuur een tekort aan empirisch onderzoek dat in kaart brengt 
hoe een set van personeelspraktijken wordt geconfigureerd binnen onderwijs (Runhaar, 
2017). Hoewel het belang van de schoolcontext recent benadrukt werd door onderzoekers 
op het vlak van personeelsbeleid binnen de publieke sector (Leisink & Boselie, 2014), is het 
tot nu toe onduidelijk op welke manier de context van de school een rol speelt binnen de 
configuratie van personeelspraktijken voor nieuwe leerkrachten.  Dit proefschrift probeert 
tegemoet te komen aan deze hiaten in de onderwijsliteratuur in hoofdstuk 2 en 4.  
De resultaten uit hoofdstuk 2 tonen aan dat schoolleiders op een heel verschillende manier 
het personeelsbeleid voor nieuwe leerkrachten binnen hun school vormgeven. Dit blijkt uit 
de manier waarop schoolleiders invulling geven aan twee theoretische oriëntaties die 
onderliggend zijn aan strategisch personeelsbeleid. De eerste dimensie, de ‘strategische 
oriëntatie’, verwijst naar de manier waarop schoolleiders zowel voor een ‘verticale’ als 
‘horizontale’ integratie zorgen binnen het personeelsbeleid. Een verticale integratie, 
enerzijds, verwijst naar de mate waarin de personeelspraktijken afgestemd zijn op de 
schooldoelen. Een horizontale integratie, anderzijds, verwijst naar de manier waarop de 
afzonderlijke personeelspraktijken onderling op elkaar afgestemd zijn of een coherente 
bundel van personeelspraktijken vormen. Het zorgen voor een verticale én een horizontale 
integratie binnen personeelsbeleid is echter niet altijd gemakkelijk. Allerlei externe factoren 
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waar schoolleiders dagelijks mee geconfronteerd worden (bv. lerarentekort, tijdsdruk, 
TADD-voorrangsregels, …) kunnen namelijk het implementeren van strategisch 
personeelsbeleid belemmeren. Schoolleiders die erin slagen om ondanks deze uitdagingen 
zowel voor een verticale als horizontale integratie binnen het personeelsbeleid te zorgen, 
zien we in dit onderzoek als hoog strategisch georiënteerde schoolleiders. De tweede 
dimensie, de HR oriëntatie, verwijst naar de mate waarin schoolleiders de nadruk leggen op 
het investeren in leerkrachten door tegemoet te komen aan (en oog te hebben voor) hun 
specifieke noden. Internationaal wordt de nood aan ondersteuning van nieuwe leerkrachten 
herkend en toont onderzoek aan dat professionele ontwikkeling, ondersteuning en 
begeleiding op schoolniveau noodzakelijk is voor het aantrekken en behouden van 
leerkrachten. In dit verband zien we hoog HR georiënteerde schoolleiders als diegene die 
een personeelsbeleid installeren die de klemtoon leggen op de ondersteuning en 
professionele ontwikkeling van nieuwe leerkrachten. Op basis van deze twee oriëntaties 
leidde de studie in hoofdstuk 2 tot het identificeren van vier types van personeelsbeleid voor 
nieuwe leerkrachten in het basisonderwijs (nl. een administratief, ontwikkelingsgericht, 
strategisch en strategisch-ontwikkelingsgericht type). Deze studie toonde aan dat slechts 
een minderheid van schoolleiders hun personeelsbeleid voor nieuwe leerkrachten 
strategisch aanpakken. Hoewel strategisch personeelsbeleid binnen onderwijs alsmaar aan 
belang wint, blijkt de meerderheid van schoolleiders er niet in te slagen om de schooldoelen 
te integreren in hun personeelsbeleid. Bovendien is het opvallend om te zien dat de helft van 
de schoolleiders in dit onderzoek in het ‘administratieve type’ werd geclassificeerd. Dit wijst 
erop dat schoolleiders vaak nog sterk gefocust zijn op het volgen van bureaucratische regels 
in plaats van proactief om te gaan met barrières of aandacht te besteden aan de noden van 
nieuwe leerkrachten of aan de eigen schooldoelen. Ten tweede suggereert de indeling van 
de schoolleiders in de typologie in dit onderzoek dat er een disharmonie is tussen 
schoolleiders op basis van hun HR oriëntatie of hun overtuigingen over nieuwe leerkrachten. 
De helft van de schoolleiders in deze studie bleken de specifieke ontwikkelingsnoden van 
nieuwe leerkrachten te herkennen terwijl de andere helft van schoolleiders eerder bleken te 
geloven dat nieuwe leerkrachten enkel geselecteerd moeten worden of van de arbeidsmarkt 
geplukt kunnen worden. Ten derde, gingen we binnen dit onderzoek op zoek naar 
verklaringen voor verschillen in het personeelsbeleid. Hoewel we veronderstelden dat de 
schoolcontext een mogelijke rol speelt in de manier waarop personeelsbeleid kan vorm 
gegeven worden, toonde deze studie aan dat de ligging van de school, het onderwijsnet of 
de leerlingenpopulatie niet gelinkt zijn aan de configuratie van personeelspraktijken.  
De resultaten die beschreven worden in hoofdstuk 4 tonen aan dat er belangrijke verschillen 
in schoolcultuur opgemerkt kunnen worden afhankelijk van de manier waarop de 
schoolleider het personeelsbeleid vormgeeft. Dit hoofdstuk, dat inzoomt op twee 
contrasterende personeelsbeleid types (nl. administratieve HRM type en strategisch-
ontwikkelingsgerichte HRM type), toont aan dat 4 centrale culturele waarden (nl. 
samenwerking, innovatie, discipline en prestatiegerichtheid) verschillend worden ingevuld 
naargelang het type van personeelsbeleid. Hoewel geen substantiële verschillen opgemerkt 
worden tussen het administratieve en het strategisch-ontwikkelingsgerichte type op het vlak 
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van prestatiegerichtheid (= de mate waarin aandacht besteed wordt aan goede prestaties 
van leerlingen binnen de school), kunnen belangrijke verschillen gevonden worden op het 
vlak van ‘discpline’, ‘samenwerking’ en ‘innovatie’. Samenvattend komt het erop neer dat, in 
tegenstelling tot het administratieve type, strategisch-ontwikkelingsgerichte types 
gekenmerkt worden door: een disciplinaire cultuur waar een brede interpretatie gegeven 
wordt aan discipline en regels vooral van onderuit komen; een sterke samenwerkingscultuur 
waar de nadruk ligt op het overleggen over de lespraktijk, het delen van lespraktijken en 
kennis, het samenwerken en samen lesgeven; en een sterke innovatieve cultuur waarbij 
vernieuwing gezien wordt als een continu proces dat vooral nodig is op basis van interne 
noden. Hoewel deze resultaten in de lijn liggen van eerdere studies die verschillen op het vlak 
van discipline, samenwerking en innovatie tussen scholen hebben opgemerkt, is deze 
vaststelling interessant omdat deze verschillen gekoppeld worden aan de manier waarop 
personeelsbeleid vorm krijgt binnen de school.  
Leiderschap en de configuratie van personeelspraktijken (OD 2) 
Het tweede onderzoeksdoel staat in het teken van het identificeren van kenmerken van de 
schoolleider die gerelateerd zijn aan de configuratie van personeelspraktijken voor nieuwe 
leerkrachten. Hoewel het belang van schoolleiderschap voor (strategisch) personeelsbeleid 
reeds meermaals werd onderstreept (Donaldson, 2013; Leisink & Boselie, 2014; Milanowski & 
Kimball, 2010; Vanblaere et al., 2017), is het tot nu toe onduidelijk welke 
leiderschapskenmerken bijdragen tot de implementatie van strategisch personeelsbeleid. 
We weten bijvoorbeeld weinig over de link tussen strategisch personeelsbeleid en 
verschillende leiderschapsstijlen (bv. instructioneel en transformationeel leiderschap). 
Bovendien is weinig gekend over hoe schoolleiders hun personeelsbeleid afstemmen op de 
aanwezige schoolcultuur. Aan beide onderzoekshiaten poogt voorliggend proefschrift 
tegemoet te komen in hoofdstuk 2 en 4. 
Zoals hierboven reeds werd aangehaald, gaat de studie die in hoofdstuk 2 beschreven staat 
in op hoe schoolleiders een set van personeelspraktijken configureren (OD 1). Deze studie 
wijst uit dat schoolleiders hun positie in één van de vier types van personeelsbeleid 
gerelateerd is aan de manier waarop schoolleiders externe barrières percipiëren en de 
manier waarop ze hierop reageren. De schoolleiders binnen het administratieve en 
ontwikkelingsgerichte HRM type, enerzijds, blijken zich neer te leggen bij de verschillende 
barrières waar ze tegenaan lopen. Daardoor verschuiven de schooldoelen volledig naar de 
achtergrond. Binnen het administratieve type focussen ze daarom enkel nog op wat ze 
‘moeten’ doen, namelijk het volgen van de administratieve regels, maar niet op wat ze 
mogelijks ‘kunnen’ doen. Binnen het ontwikkelingsgerichte type focussen ze daarentegen 
op de interne noden van nieuwe leerkrachten. Ze staan erop dat leerkrachten meer kansen 
krijgen maar daardoor slagen ze er niet in om de eigen schooldoelen te bereiken. 
Schoolleiders binnen het strategisch en strategisch-ontwikkelingsgerichte type, anderzijds, 
proberen het personeelsbeleid zoveel mogelijk af te stemmen op de schooldoelen waardoor 
een proactief beleid nodig is. Het lijkt erop dat schoolleiders in deze strategische types de 
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uitdagingen minder als echte barrières voor hun personeelsbeleid aanschouwen. Dit 
impliceert dat de uitdagingen waar schoolleiders de dag van vandaag voor staan niet 
onoverkoombaar zijn. In dit verband geloven we dat het menselijk kapitaal van de 
schoolleider (bv. zijn/ haar leiderschapsvaardigheden, doorzettingsvermogen, geloof in 
eigen capaciteiten, …) een enorm grote rol speelt in de manier waarop hij/zij uitdagingen in 
het personeelsbeleid aangaat. 
In hoofdstuk 3 wordt de relatie tussen de configuratie van personeelspraktijken en de 
leiderschapsstijl van de schoolleider onderzocht. Meer bepaald wordt in deze studie 
ingegaan op instructioneel en transformationeel leiderschap. De resultaten van deze studie 
tonen aan dat zowel instructioneel leiderschap als transformationeel leiderschap gerelateerd 
lijken te zijn aan de strategische oriëntatie van de schoolleider. Met andere woorden, hoe 
meer schoolleiders gezien worden als instructionele of transformationele leiders door hun 
personeelsleden, hoe meer deze schoolleiders hun personeelsbeleid lijken vorm te geven op 
een strategisch georiënteerde manier. De HR oriëntatie van de schoolleider blijkt 
daarentegen niet gereflecteerd te zijn in de schoolleider zijn of haar leiderschapsstijl. 
Schoolleiders worden niet meer als instructionele of transformationele leiders ingeschat 
door hun personeelsleden wanneer ze hoog HR georiënteerd zijn op het vlak van 
personeelsbeleid. Tenslotte tonen de resultaten uit hoofdstuk 3 aan dat verschillen kunnen 
vastgesteld worden in instructioneel en transformationeel leiderschap tussen de 
verschillende HRM types die geïdentificeerd werden in hoofdstuk 2. Zoals verwacht zijn de 
gemiddelde scores voor instructioneel leiderschap significant hoger in het strategisch HRM 
type dan in het administratieve HRM type. Verder tonen de resultaten aan dat de gemiddelde 
scores voor transformationeel leiderschap significant hoger liggen in zowel het strategische 
als het strategisch-ontwikkelingsgerichte type dan in het administratieve type.  
De resultaten van hoofdstuk 4 tonen aan dat schoolleiders in het strategisch-
ontwikkelingsgerichte type als een soort van lijm lijken te fungeren tussen het 
personeelsbeleid dat ze installeren en de schoolcultuur. Meer specifiek duidt de case studie 
erop dat de school cultuur in het strategisch-ontwikkelingsgerichte HRM type gekenmerkt 
wordt door een nadruk die gelegd wordt op samenwerking en innovatie die gereflecteerd 
wordt in leiderschapspraktijken door: 1) het gebruiken van strategische aanwervingscriteria, 
2) een duidelijke communicatie van de culturele waarden en de schoolvisie aan de hand van 
ondersteuning en waardering van nieuwe leerkrachten, 3) het continu stimuleren van 
professionele ontwikkeling bij nieuwe leerkrachten door de klemtoon te leggen op de noden 
van individuele leerkrachten en het informeel leren van collega’s.  
De configuratie van personeelspraktijken, de fit van leerkrachten en 
hun intentie om het onderwijs of de school te verlaten (OD 3) 
Als we ons baseren op eerder onderzoek naar strategisch personeelsbeleid dat werd 
uitgevoerd in de privé sector (e.g. Arthur, 1994), veronderstellen we dat het implementeren 
van strategisch personeelsbeleid de intentie van personeelsleden om de job te verlaten kan 
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verlagen. Wetenschappelijke evidentie voor dit verband is echter schaars binnen de 
onderwijscontext. Daarom proberen we in dit proefschrift het verband tussen de 
configuratie van personeelspraktijken en de intentie van leerkrachten om het onderwijs of 
de school te verlaten beter te begrijpen. Om dit te doen, houden we rekening met de fit van 
leerkrachten binnen scholen en meer bepaald de schoolcultuur.  De fit van personeelsleden 
binnen een organisatie (of: Person-Organisation (P-O) Fit) is een begrip dat de laatste jaren 
meer en meer aandacht heeft gekregen binnen de onderwijsliteratuur (Youngs et al., 2015). 
Buiten het onderwijsveld werd P-O fit reeds uitgebreid onderzocht en is men tot de 
vaststelling gekomen dat het een belangrijk mechanisme is tussen personeelsbeleid en het 
verloop van personeelsleden en de intentie daartoe (Wright & Nishii, 2007). Daarom focust 
het voorliggend proefschrift op het onderzoeken van de relatie tussen strategisch 
personeelsbeleid, de fit van leerkrachten binnen scholen en hun intentie om de job te 
verlaten. Doorheen 3 verschillende studies (Hoofdstuk 5, 6 en 7) proberen we deze complexe 
relatie beter te begrijpen door in te zoomen op verschillende delen en aspecten van deze 
relatie.  
In hoofdstuk 5 wordt gefocust  op de link tussen de configuratie van personeelspraktijken en 
de fit van leerkrachten binnen de schoolcultuur. De beschrijvende resultaten van deze studie 
tonen in de eerste plaats aan dat leerkrachten gemiddeld goed passen binnen de 
schoolcultuur. Bovendien tonen de resultaten aan dat de variatie in mate van fit voor een 
groot deel te wijten is aan de school. Meer bepaald blijkt dat de configuratie van 
personeelspraktijken een deel van die variatie in fit scores verklaart. Zoals verwacht op basis 
van eerder onderzoek buiten het onderwijsveld, tonen de resultaten aan dat zowel een hoge 
strategische oriëntatie als een hoge HR oriëntatie de fit van leerkrachten binnen de 
schoolcultuur verhoogt. Hoewel beide oriëntaties een hoofdeffect blijken te hebben op de 
fit van leerkrachten, werd geen significant interactie-effect van beide oriëntaties vastgesteld. 
Verder toont de studie aan dat noch de leerlingpopulatie van de school, noch demografische 
leerkrachtenvariabelen (leeftijd, geslacht en ervaring) een rol blijken te spelen.  
In hoofdstuk 6 en 7 wordt ingegaan op de relatie tussen de fit van leerkrachten en hun 
verloopintentie. Eerder onderzoek toonde dat er eerder een zwak verband aanwezig is 
tussen de fit van leerkrachten binnen de school en hun verloopintentie. Door te steunen op 
theorie en onderzoek buiten het onderwijsveld (Lee & Mitchell, 1994; Wheeler et al., 2005; 
2007), willen we met dit proefschrift deze relatie beter begrijpen door rekening te houden 
met: 1) het mogelijke gecombineerde effect dat bestaat van de fit van leerkrachten en hun 
job tevredenheid op hun verloopintentie; 2) de mogelijke modererende rol die 
tewerkstellingspercepties van leerkrachten spelen. In hoofdstuk 6 wordt in de eerste plaats 
de modererende rol van leerkrachten op hun tewerkstellingspercepties onderzocht in de 
relatie tussen de fit van leerkrachten, job tevredenheid en verloopintentie. Het is belangrijk 
om hierbij te vermelden dat een opsplitsing werd gemaakt tussen de intentie van 
leerkrachten om het onderwijs te verlaten en de intentie van leerkrachten om van school te 
veranderen. Op eenzelfde manier wordt rekening gehouden met de perceptie van 
leerkrachten op de kans op tewerkstelling in een andere sector dan het onderwijs en hun 
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perceptie op de kans op tewerkstelling in een andere school dan hun huidige school. Het 
belangrijkste resultaat van deze studie is dat de relatie verschillend is afhankelijk van welke 
vorm van verloopintentie bestudeerd wordt. De studie toont namelijk aan dat de fit van 
leerkrachten binnen de schoolcultuur direct in verband staat met hun intentie om van school 
te veranderen maar niet met hun intentie om het onderwijs te verlaten. Zoals verwacht 
konden we verder vaststellen dat de fit van leerkrachten indirect in verband staat met zowel 
de intentie om van school te veranderen als de intentie om het onderwijs te verlaten via de 
mate waarin leerkrachten tevreden zijn met hun job. Dit betekent dat zolang leerkrachten 
tevreden zijn met hun job het volgende zich afspeelt: hoe beter leerkrachten passen binnen 
de schoolcultuur, hoe lager hun verloopintentie. In tegenstelling tot wat we verwacht 
hadden, toont de studie aan dat de tewerkstellingspercepties van leerkrachten een relatief 
kleine rol spelen. Hoewel de resultaten erop wijzen dat leerkrachten die ontevreden zijn over 
hun job meer geneigd zijn om uit het onderwijs te stappen als ze ook het gevoel hebben dat 
ze gemakkelijk een job buiten het onderwijsveld zouden kunnen vinden (= significant 
moderatie effect), werden slechts kleine regressiecoëfficiënten opgemerkt. Verder wordt 
geen significant moderatie-effect vastgesteld van tewerkstellingspercepties van 
leerkrachten met betrekking tot een job in een andere school op de relatie tussen job 
tevredenheid en de intentie om van school te veranderen. Dit betekent concreet dat 
leerkrachten die ontevreden zijn over hun job geneigd zijn om van school te veranderen, ook 
al zijn ze van mening dat het niet gemakkelijk zal zijn om een job in een andere school te 
vinden. Er kan dus geconcludeerd worden dat tewerkstellingspercepties in dit onderzoek 
een relatief beperkte rol blijken te spelen. Tenslotte tonen de resultaten van deze studie aan 
dat mannelijke leerkrachten meer geneigd zijn om het onderwijs te verlaten dan vrouwelijke 
leerkrachten en dat leerkrachten in scholen met een hoog percentage van leerlingen met een 
lage SES meer geneigd zijn om van school te veranderen. Voor deze laatste 
controlevariabelen worden echter kleine regressiecoëfficiënten vastgesteld wat erop wijst 
dat deze slechts een beperkte rol spelen op het vlak van de verloopintentie van leerkrachten. 
Tenslotte wordt in hoofdstuk 7 de directe en indirecte relatie tussen de fit van leerkrachten 
en hun intentie om van school te veranderen dieper onderzocht. Deze studie gaat meer 
bepaald na of de relatie tussen de fit van leerkrachten, job tevredenheid en hun intentie om 
van school te veranderen verschillend is naargelang de configuratie van 
personeelspraktijken. Hiertoe werd nagegaan of deze relatie verschilt naargelang de 
strategische oriëntatie (hoog versus laag) van de schoolleider, enerzijds, en de HR oriëntatie 
van de schoolleider (hoog versus laag), anderzijds. Hoewel geen verschil in de relatie wordt 
vastgesteld worden op basis van de strategische oriëntatie, tonen de resultaten van deze 
studie aan dat de relatie tussen fit, job tevredenheid en intentie om de school te verlaten 
verschillend is naargelang de HR oriëntatie van de schoolleider. Concreet betekent dit dat in 
scholen waar de schoolleider als laag HR georiënteerd werd getypeerd een direct verband 
tussen de fit van leerkrachten en hun intentie om de school te verlaten wordt vastgesteld. 
Deze directe relatie blijkt afwezig te zijn als we kijken naar de scholen waarin de schoolleider 
als hoog HR georiënteerd werd getypeerd. Dit betekent dat in scholen waar de directeur 
actief inzet op het investeren in leerkrachten door aandacht te besteden aan individuele 
ontwikkelingsnoden, het minder goed passen van leerkrachten binnen de schoolcultuur niet 
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direct in verband staat met de intentie om van school te veranderen.  Dit resultaat kan 
verklaard worden door het feit dat de fit scores van leerkrachten gemiddeld hoger liggen in 
scholen met een hoog HR georiënteerde schoolleider dan in scholen waar het 
personeelsbeleid van de schoolleider als laag HR georiënteerd wordt getypeerd. 
Schoolleiders die hoog HR georiënteerd zijn zorgen mogelijks voor een betere fit van 
leerkrachten binnen de schoolcultuur doordat ze individuele ondersteuning bieden, 
professionele ontwikkeling stimuleren, voldoende tijd maken voor (in)formele gesprekken, 
naar de noden van leerkrachten luisteren en tijd geven aan leerkrachten om aan hun zwakke 
punten te werken. Dit werd ook ondersteund door de resultaten uit hoofdstuk 5 en het 
significant verschil in fit scores tussen scholen met een hoog en laag HR georiënteerde 
schoolleider. Verder tonen de resultaten van deze studie aan dat het verband tussen de fit 
van leerkrachten en de intentie om van school te veranderen indirect (via de job 
tevredenheid van leerkrachten) verloopt voor zowel de groep scholen met een hoog als laag 
HR georiënteerde schoolleider. Toch wordt een verschil in de sterkte van het verband 
vastgesteld worden. De indirecte relatie tussen fit en de intentie om de school te verlaten is 
sterker in de laag HR georiënteerde groep dan in de hoog HR georiënteerde groep. Deze 
resultaten zijn in overeenstemming met bestaande literatuur die stelt dat het tegemoet 
komen aan individuele noden van werknemers een positief effect heeft op hun job 
tevredenheid die bovendien de internalisatie van belangrijke waarden en dus ook de mate 
van fit bevordert (Lynch et al., 2005; Ryan, 1995).  
Algemeen besluit 
Het algemene doel van dit proefschrift was een beter inzicht bieden in de manier waarop een 
set van personeelspraktijken voor nieuwe leerkrachten binnen het basisonderwijs wordt 
vorm gegeven of geconfigureerd wordt door de schoolleider. Onze bevindingen illustreren 
dat Vlaamse schoolleiders het personeelsbeleid voor nieuwe leerkrachten binnen hun school 
heel verschillend vorm geven. Bovendien wijzen de resultaten van dit proefschrift erop dat 
het implementeren van strategisch personeelsbeleid niet zo gemakkelijk lijkt te zijn dan het 
vaak wordt voorgesteld. Schoolleiders van basisscholen lijken geconfronteerd te worden 
met verschillende barrières die hen verhinderen een strategisch personeelsbeleid te voeren. 
Voorliggend onderzoek toont echter tegelijk aan dat het implementeren van een strategisch 
personeelsbeleid - dat zowel aandacht besteed aan het bereiken van de eigen schooldoelen 
als het inspelen op de noden van individuele leerkrachten - niet onmogelijk is. Bij het 
waarmaken van strategisch personeelsbeleid lijkt de schoolleider een cruciale rol te spelen. 
De resultaten onderstrepen in dit verband meer bepaald het belang van het proactief 
omgaan met barrières binnen personeelsbeleid, een combinatie van instructioneel en 
transformationeel leiderschap en een bepaalde responsiviteit ten aanzien van de aanwezige 
schoolcultuur (of de gedeelde waarden binnen het schoolteam). Ten slotte wijst dit 
proefschrift op het belang van strategisch personeelsbeleid in het kader van de 
verloopintentie van leerkrachten. Meer bepaald kan het passen (de fit) van leerkrachten 
binnen de schoolcultuur gezien worden als een belangrijk mechanisme. Het implementeren 
van strategisch personeelsbeleid lijkt het passen van leerkrachten binnen de schoolcultuur 
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te bevorderen. Tegelijk lijkt een betere fit binnen de schoolcultuur ervoor te zorgen dat 
leerkrachten minder geneigd zijn om het onderwijs te verlaten of te veranderen van school.  
Deze belangrijkste resultaten worden in Hoofstuk 8 uitgebreider samengevat en daarbij 
worden ter discussie drie thema’s gepresenteerd. In een eerste thema ‘De uitdagende taak 
van het implementeren en onderzoeken van strategisch personeelsbeleid binnen de 
onderwijssector’ wordt een terugkoppeling gemaakt naar de algemene doelstelling van dit 
proefschrift, namelijk het beter begrijpen van strategisch personeelsbeleid binnen onderwijs. 
In het tweede thema ‘Het belang van schoolvisie binnen geïntegreerd schoolleiderschap’ 
wordt het formuleren van een duidelijke schoolvisie (onder leiding van de schoolleider) als 
een belangrijke eerste stap binnen het implementeren van strategisch personeelsbeleid naar 
voren geschoven. In het derde thema ‘Het kijken naar de fit van leerkrachten vanuit een 
ander perspectief’ wordt de rol van de ‘actuele’ fit van leerkrachten binnen de schoolcultuur 
besproken en wordt het belang van kijken naar ‘fit’ in verder onderzoek onderstreept. Voor 
elk van deze thema’s worden verder beperkingen en concrete suggesties voor 
vervolgonderzoek besproken. Beperkingen hebben onder andere betrekking op de manier 
waarop de configuratie van personeelspraktijken onderzocht werd, de specifieke focus op 
nieuwe leerkrachten binnen basisonderwijs, de manier waarop bepaalde 
leerkrachtvariabelen werden gemeten en de cross-sectionele aard van de studies. Suggesties 
voor vervolgonderzoek benadrukken dan ook de nood aan meer systematisch en 
longitudinaal onderzoek naar personeelsbeleid binnen onderwijs waarbij - in navolging van 
dit proefschrift - voldoende aandacht besteed wordt aan het in rekening brengen van 
verschillende standpunten, niveaus van analyse en waarbij kwantitatieve en kwalitatieve 
onderzoeksmethoden gecombineerd worden. De resultaten van dit proefschrift geven 
uiteraard ook aanleiding tot een aantal implicaties voor theorie, methodologie, beleid en 
praktijk die uitgebreid besproken worden op het einde van hoofdstuk 8. In de eerste plaats 
levert dit proefschrift een bijdrage aan de theorie en het onderzoek naar strategisch 
personeelsbeleid binnen onderwijs. Eerder dan het onderzoeken van geïsoleerde 
personeelspraktijken, heeft dit proefschrift personeelsbeleid onderzocht vanuit een 
geïntegreerd perspectief. Ook het bestuderen van de configuratie van een set van 
personeelspraktijken in relatie tot schoolleiderschap en uitkomsten voor leerkrachten komt 
tegemoet aan de hiaten binnen de huidige onderwijsliteratuur. De identificatie van de HRM 
typologie biedt inzicht in de verschillende manieren waarop personeelsbeleid kan vorm 
gegeven worden en kan mogelijks interessant zijn om op verder te bouwen in toekomstig 
onderzoek. Een belangrijke methodologische meerwaarde van dit proefschrift is dat gebruik 
werd gemaakt van verschillende bronnen (nl. schoolleiders en leerkrachten) en dat 
verschillende onderzoeksmethoden (nl. kwalitatief, kwantitatief en mixed methods) werden 
ingezet om de onderzoeksvragen te beantwoorden. Op beleidsniveau raden we aan om het 
belang dat gehecht wordt aan strategisch personeelsbeleid in recente beleidsdocumenten 
(bv. Referentiekader Onderwijskwaliteit) kracht bij te zetten door de implementatie ervan te 
faciliteren. Zo denken we dat directeurs nood hebben aan meer tijd, ruimte en middelen (bv. 
ter ondersteuning) om werk te kunnen maken van strategisch personeelsbeleid. Verder zijn 
we van mening dat verschillende actoren op beleidsniveau niet kunnen onderkennen dat de 
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rechtspositie van leerkrachten in Vlaanderen vaak het voeren van een doordacht en 
autonoom personeelsbeleid in de weg staat. In dit verband menen we dat het belangrijk is 
dat nagedacht wordt over belangrijke barrières waar schoolleiders de dag van vandaag mee 
geconfronteerd worden op het vlak van personeelsbeleid. Mogelijks kunnen bepaalde 
barrières weggewerkt worden en kunnen schoolleiders nog meer ondersteund worden in 
het overwinnen van deze barrières. In de praktijk is het hierbij aansluitend zinvol om 
voldoende aandacht te besteden aan de selectie en aanwerving van schoolleiders. In 
Vlaanderen wordt heel wat autonomie gegeven aan schoolleiders om hun personeelsbeleid 
vorm te geven. Daarom is het belangrijk dat schoolbesturen voldoende aandacht besteden 
aan de kennis, vaardigheden en ondersteuning die nodig is voor het installeren van een 
strategisch personeelsbeleid. Het nascholen van schoolleiders zou bijkomend nuttig kunnen 
zijn om in de eerste plaats op het belang van de schoolleider én het belang van een coherente 
set van personeelsprakrijken te wijzen. Met dit laatste is het eventueel mogelijk om het 
algemene beeld van personeelsbeleid dat bestaat uit losse geïsoleerde personeelspraktijken 
te veranderen. Daarnaast zouden nascholers en begeleiders schoolleiders kunnen helpen 
meer bewust te worden van de manier waarop ze hun eigen personeelsbeleid vorm geven. 
De types van personeelsbeleid in deze studie kunnen helpen om de sterktes, zwaktes, kansen 
en bedreigingen van het personeelsbeleid in hun eigen school bloot te leggen. Bovendien 
kan het reflecteren over de eigen praktijk en dat van anderen helpen om na te denken over 
hoe ze het anders kunnen aanpakken in de toekomst. Het veranderen van de huidige praktijk 
kunnen schoolleiders echter niet alleen. Samen met nascholers, begeleiders, leerkrachten 
zouden schoolleiders kunnen ondersteund worden in het aangaan van de uitdagingen 
waarvoor ze alle dagen staan. 
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% Data Storage Fact Sheet 1 
 
% Name/identifier study: Chapter 2 
% Author: Eva Vekeman 
% Date: 4 April 2018 
 
 
1. Contact details 
=========================================================== 
 
1a. Main researcher 
----------------------------------------------------------- 
- name: Eva Vekeman 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Eva.Vekeman@Ugent.be 
 
1b. Responsible Staff Member (ZAP)  
----------------------------------------------------------- 
- name: Geert Devos (promotor) 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Geert.Devos@Ugent.be 
 
If a response is not received when using the above contact details, please send an email to 
data.pp@ugent.be or contact Data Management, Faculty of Psychology and Educational Sciences, Henri 
Dunantlaan 2, 9000 Ghent, Belgium. 
 
 
2. Information about the datasets to which this sheet applies  
=========================================================== 
* Reference of the publication in which the datasets are reported: 
Vekeman, E., Devos, G., & Valcke, M. (2016). Human resource architectures for new teachers in Flemish 
primary education. Educational Management Administration & Leadership, 44(6), 970–995. 
 
* Which datasets in that publication does this sheet apply to?: 
the sheet applies to all the data used in the publication  
 
 
3. Information about the files that have been stored 
=========================================================== 
 
 
3a. Raw data 
----------------------------------------------------------- 
 
* Have the raw data been stored by the main researcher? [X] YES / [ ] NO 
If NO, please justify: 
 
* On which platform are the raw data stored? 
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  - [X] researcher PC 
  - [ ] research group file server 
  - [X] other (specify): online personal storage Ghent University + researcher's external hard disk 
 
* Who has direct access to the raw data (i.e., without intervention of another person)? 
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ... 
    
 
3b. Other files 
----------------------------------------------------------- 
 
* Which other files have been stored? 
  - [X] file(s) describing the transition from raw data to reported results. Specify: 1) A coding scheme was 
stored that has been used to analyse the interview data (Word, NVivo), 2) Description of school 
selection (Word) 
  - [X] file(s) containing processed data. Specify: 1) All interviews were transcribed (Word), 2) All 
transcribed interviews were coded (using coding tree) (NVivo), 3) Qualitative data was transformed in 
numerical scores and saved together with additional governmental data (SPSS). 
  - [X] file(s) containing analyses. Specify: 1) Reports of these within-case and cross-case analyses (Word), 
2) Results of double coding (on paper), 3) Output Fisher’s exact tests (SPSS). 
 
  - [ ] files(s) containing information about informed consent  
  - [ ] a file specifying legal and ethical provisions  
  - [ ] file(s) that describe the content of the stored files and how this content should be interpreted. 
Specify: ...  
  - [ ] other files. Specify: ... 
 
     
* On which platform are these other files stored?  
  - [X] individual PC 
  - [ ] research group file server 
  - [ ] other: ...     
 
* Who has direct access to these other files (i.e., without intervention of another person)?  
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ...     
 
 
4. Reproduction  
=========================================================== 
* Have the results been reproduced independently?: [ ] YES / [X] NO 
 
* If yes, by whom (add if multiple): 
   - name:  
   - address:  
   - affiliation:  
   - e-mail:  
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% Data Storage Fact Sheet 2 
 
% Name/identifier study: Chapter 3 
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1. Contact details 
=========================================================== 
 
1a. Main researcher 
----------------------------------------------------------- 
- name: Eva Vekeman 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Eva.Vekeman@Ugent.be 
 
1b. Responsible Staff Member (ZAP)  
----------------------------------------------------------- 
- name: Geert Devos (promotor) 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Geert.Devos@Ugent.be 
 
If a response is not received when using the above contact details, please send an email to 
data.pp@ugent.be or contact Data Management, Faculty of Psychology and Educational Sciences, Henri 
Dunantlaan 2, 9000 Ghent, Belgium. 
 
 
2. Information about the datasets to which this sheet applies  
=========================================================== 
* Reference of the publication in which the datasets are reported: 
Vekeman, E., Devos, G., & Valcke, M. (2016). Linking educational leadership styles to the HR architecture 
for new teachers in primary education. SpringerPlus, 5: 1754. doi: 10.1186/s40064-016-3378-8 
 
* Which datasets in that publication does this sheet apply to?: 
the sheet applies to all the data used in the publication  
 
 
3. Information about the files that have been stored 
=========================================================== 
 
 
3a. Raw data 
----------------------------------------------------------- 
 
* Have the raw data been stored by the main researcher? [X] YES / [ ] NO 
If NO, please justify: 
 
* On which platform are the raw data stored? 
  - [X] researcher PC 
  - [ ] research group file server 
  - [X] other (specify): online personal storage Ghent University + researcher's external hard disk 
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* Who has direct access to the raw data (i.e., without intervention of another person)? 
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ... 
    
 
3b. Other files 
----------------------------------------------------------- 
 
* Which other files have been stored? 
  - [X] file(s) describing the transition from raw data to reported results. Specify: 1) A coding scheme was 
stored that has been used to analyse the interview data (Word, NVivo), 2) Description of school 
selection (Word). 
  - [X] file(s) containing processed data. 1) All interviews were transcribed (Word), 2) All transcribed 
interviews were coded (using coding tree) (NVivo), 3) Qualitative data was transformed in numerical 
scores and saved together with the cleaned an aggregated teacher survey data (SPSS). 
  - [X] file(s) containing analyses. Specify: 1) Reports of these within-case and cross-case analyses (Word), 
2) Results of double coding (on paper), 3) Output EFA results (SPSS), 4) Output CFA results (lavaan), 5) 
Output logistic regression results (SPSS), 6) Output ANOVA results (SPSS).  
  - [ ] files(s) containing information about informed consent  
  - [ ] a file specifying legal and ethical provisions  
  - [ ] file(s) that describe the content of the stored files and how this content should be interpreted. 
Specify: ...  
  - [ ] other files. Specify: ... 
 
     
* On which platform are these other files stored?  
  - [X] individual PC 
  - [ ] research group file server 
  - [ ] other: ...     
 
* Who has direct access to these other files (i.e., without intervention of another person)?  
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ...     
 
 
4. Reproduction  
=========================================================== 
* Have the results been reproduced independently?: [ ] YES / [X] NO 
 
* If yes, by whom (add if multiple): 
   - name:  
   - address:  
   - affiliation:  
   - e-mail:  
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% Data Storage Fact Sheet 3 
 
% Name/identifier study: Chapter 4 
% Author: Eva Vekeman 
% Date: 4 April 2018 
 
 
1. Contact details 
=========================================================== 
 
1a. Main researcher 
----------------------------------------------------------- 
- name: Eva Vekeman 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Eva.Vekeman@Ugent.be 
 
1b. Responsible Staff Member (ZAP)  
----------------------------------------------------------- 
- name: Geert Devos (promotor) 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Geert.Devos@Ugent.be 
 
If a response is not received when using the above contact details, please send an email to 
data.pp@ugent.be or contact Data Management, Faculty of Psychology and Educational Sciences, Henri 
Dunantlaan 2, 9000 Ghent, Belgium. 
 
 
2. Information about the datasets to which this sheet applies  
=========================================================== 
* Reference of the publication in which the datasets are reported: 
Vekeman, E., Devos, G., & Tuytens, M. (submitted). When school leaders become the “glue” between 
HRM and school culture. Educational Administration Quarterly. 
 
* Which datasets in that publication does this sheet apply to?: 
the sheet applies to all the data used in the publication  
 
 
3. Information about the files that have been stored 
=========================================================== 
 
 
3a. Raw data 
----------------------------------------------------------- 
 
* Have the raw data been stored by the main researcher? [X] YES / [ ] NO 
If NO, please justify: 
 
* On which platform are the raw data stored? 
  - [X] researcher PC 
  - [ ] research group file server 
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  - [X] other (specify): online personal storage Ghent University + researcher's external hard disk 
 
* Who has direct access to the raw data (i.e., without intervention of another person)? 
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ... 
    
 
3b. Other files 
----------------------------------------------------------- 
 
* Which other files have been stored? 
  - [X] file(s) describing the transition from raw data to reported results. Specify: 1) A coding scheme was 
stored that has been used to analyse the interview data and documents (Word, NVivo), 2) Description 
school selection (in Chapter 4). 
  - [X] file(s) containing processed data. 1) All interviews were transcribed (Word), 2) All school 
documents (e.g. vision documents, inspection reports) were stored (Word and/or on paper), 2) All 
transcribed interviews and documents were coded (using coding tree) (NVivo). 
  - [X] file(s) containing analyses. Specify: 1) Reports of these within-case and cross-case analyses (Word), 
2) Results of double coding (on paper). 
  - [ ] files(s) containing information about informed consent  
  - [ ] a file specifying legal and ethical provisions  
  - [ ] file(s) that describe the content of the stored files and how this content should be interpreted. 
Specify: ...  
  - [ ] other files. Specify: ... 
 
     
* On which platform are these other files stored?  
  - [X] individual PC 
  - [ ] research group file server 
  - [ ] other: ...     
 
* Who has direct access to these other files (i.e., without intervention of another person)?  
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ...     
 
 
4. Reproduction  
=========================================================== 
* Have the results been reproduced independently?: [ ] YES / [X] NO 
 
* If yes, by whom (add if multiple): 
   - name:  
   - address:  
   - affiliation:  
   - e-mail:  
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% Data Storage Fact Sheet 4 
 
% Name/identifier study: Chapter 5 
% Author: Eva Vekeman 
% Date: 4 April 2018 
 
 
1. Contact details 
=========================================================== 
 
1a. Main researcher 
----------------------------------------------------------- 
- name: Eva Vekeman 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Eva.Vekeman@Ugent.be 
 
1b. Responsible Staff Member (ZAP)  
----------------------------------------------------------- 
- name: Geert Devos (promotor) 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Geert.Devos@Ugent.be 
 
If a response is not received when using the above contact details, please send an email to 
data.pp@ugent.be or contact Data Management, Faculty of Psychology and Educational Sciences, Henri 
Dunantlaan 2, 9000 Ghent, Belgium. 
 
 
2. Information about the datasets to which this sheet applies  
=========================================================== 
* Reference of the publication in which the datasets are reported: 
Vekeman, E., Devos, G., & Valcke, M. (2016). The relationship between principals’ configuration of a 
bundle of HR practices for new teachers and teachers’ person-organisation fit. International Journal of 
Human Resource Management. Advanced online publication. doi: 10.1080/09585192.2016.1239221 
 
* Which datasets in that publication does this sheet apply to?: 
the sheet applies to all the data used in the publication  
 
 
3. Information about the files that have been stored 
=========================================================== 
 
 
3a. Raw data 
----------------------------------------------------------- 
 
* Have the raw data been stored by the main researcher? [X] YES / [ ] NO 
If NO, please justify: 
 
* On which platform are the raw data stored? 
  - [X] researcher PC 
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  - [ ] research group file server 
  - [X] other (specify): online personal storage Ghent University + researcher's external hard disk 
 
* Who has direct access to the raw data (i.e., without intervention of another person)? 
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ... 
    
 
3b. Other files 
----------------------------------------------------------- 
 
* Which other files have been stored? 
  - [X] file(s) describing the transition from raw data to reported results. Specify: 1) A coding scheme was 
stored that has been used to analyse the interview data (Word, NVivo), 2) Description of the selection of 
schools and respondents (in Chapter 5). 
  - [X] file(s) containing processed data. 1) All interviews were transcribed (Word), 2) All transcribed 
interviews were coded (using coding tree) (NVivo), 3) Qualitative data was transformed in numerical 
scores and saved together with additional governmental data and teacher survey data (for the 
calculation of certain variables aggregated scores were used) (SPSS). 
  - [X] file(s) containing analyses. Specify: 1) Reports of these within-case and cross-case analyses (Word), 
2) Results of double coding (on paper), 2) Correlation results for P-O fit (correlation between aggregated 
scores and individual scores) (Excel), 3) Output multilevel results (SPSS). 
  - [ ] files(s) containing information about informed consent  
  - [ ] a file specifying legal and ethical provisions  
  - [ ] file(s) that describe the content of the stored files and how this content should be interpreted. 
Specify: ...  
  - [ ] other files. Specify: ... 
 
     
* On which platform are these other files stored?  
  - [X] individual PC 
  - [ ] research group file server 
  - [ ] other: ...     
 
* Who has direct access to these other files (i.e., without intervention of another person)?  
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ...     
 
 
4. Reproduction  
=========================================================== 
* Have the results been reproduced independently?: [ ] YES / [X] NO 
 
* If yes, by whom (add if multiple): 
   - name:  
   - address:  
   - affiliation:  
   - e-mail:  
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Data storage fact sheet 5 
% Data Storage Fact Sheet 5 
 
% Name/identifier study: Chapter 6 
% Author: Eva Vekeman 
% Date: 4 April 2018 
 
 
1. Contact details 
=========================================================== 
 
1a. Main researcher 
----------------------------------------------------------- 
- name: Eva Vekeman 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Eva.Vekeman@Ugent.be 
 
1b. Responsible Staff Member (ZAP)  
----------------------------------------------------------- 
- name: Geert Devos (promotor) 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Geert.Devos@Ugent.be 
 
If a response is not received when using the above contact details, please send an email to 
data.pp@ugent.be or contact Data Management, Faculty of Psychology and Educational Sciences, Henri 
Dunantlaan 2, 9000 Ghent, Belgium. 
 
 
2. Information about the datasets to which this sheet applies  
=========================================================== 
* Reference of the publication in which the datasets are reported: 
Vekeman, E., Devos, G., & Valcke, M. (2017). Do teachers leave the profession or move to another school 
when they don't fit? Educational Review, 69(4), 411-434. 
 
* Which datasets in that publication does this sheet apply to?: 
the sheet applies to all the data used in the publication  
 
 
3. Information about the files that have been stored 
=========================================================== 
 
 
3a. Raw data 
----------------------------------------------------------- 
 
* Have the raw data been stored by the main researcher? [X] YES / [ ] NO 
If NO, please justify: 
 
* On which platform are the raw data stored? 
  - [X] researcher PC 
  - [ ] research group file server 
  - [X] other (specify): online personal storage Ghent University + researcher's external hard disk 
 
Appendix V 
308 
* Who has direct access to the raw data (i.e., without intervention of another person)? 
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ... 
    
 
3b. Other files 
----------------------------------------------------------- 
 
* Which other files have been stored? 
  - [X] file(s) describing the transition from raw data to reported results. Specify: 1) Description of the 
selection of schools and respondents (Word). 
  - [X] file(s) containing processed data. 1) Teacher survey data was processed, cleaned and stored 
together with the additional governmental data (SPSS). 
  - [X] file(s) containing analyses. Specify: 1) Output EFA results (SPSS), 2) Output moderated mediation 
results (lavaan). 
  - [ ] files(s) containing information about informed consent  
  - [ ] a file specifying legal and ethical provisions  
  - [ ] file(s) that describe the content of the stored files and how this content should be interpreted. 
Specify: ...  
  - [ ] other files. Specify: ... 
 
     
* On which platform are these other files stored?  
  - [X] individual PC 
  - [ ] research group file server 
  - [ ] other: ...     
 
* Who has direct access to these other files (i.e., without intervention of another person)?  
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ...     
 
 
4. Reproduction  
=========================================================== 
* Have the results been reproduced independently?: [ ] YES / [X] NO 
 
* If yes, by whom (add if multiple): 
   - name:  
   - address:  
   - affiliation:  
   - e-mail:  
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Data storage fact sheet 6 
% Data Storage Fact Sheet 6 
 
% Name/identifier study: Chapter 7 
% Author: Eva Vekeman 
% Date: 4 April 2018 
 
 
1. Contact details 
=========================================================== 
 
1a. Main researcher 
----------------------------------------------------------- 
- name: Eva Vekeman 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Eva.Vekeman@Ugent.be 
 
1b. Responsible Staff Member (ZAP)  
----------------------------------------------------------- 
- name: Geert Devos (promotor) 
- address: Henri Dunantlaan 2, 9000 Ghent, Belgium 
- e-mail: Geert.Devos@Ugent.be 
 
If a response is not received when using the above contact details, please send an email to 
data.pp@ugent.be or contact Data Management, Faculty of Psychology and Educational Sciences, Henri 
Dunantlaan 2, 9000 Ghent, Belgium. 
 
 
2. Information about the datasets to which this sheet applies  
=========================================================== 
* Reference of the publication in which the datasets are reported: 
Vekeman, E., Devos, G., Valcke, M., & Rosseel, Y. (2017) Principals’ configuration of a bundle of human 
resource practices: does it make a difference for the relationship between teachers’ fit, job satisfaction 
and intention to move to another school? Educational Management Administration & Leadership. 
Advanced online publication. doi: 10.1177/1741143217711189 
 
* Which datasets in that publication does this sheet apply to?: 
the sheet applies to all the data used in the publication  
 
 
3. Information about the files that have been stored 
=========================================================== 
 
 
3a. Raw data 
----------------------------------------------------------- 
 
* Have the raw data been stored by the main researcher? [X] YES / [ ] NO 
If NO, please justify: 
 
* On which platform are the raw data stored? 
  - [X] researcher PC 
  - [ ] research group file server 
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  - [X] other (specify): online personal storage Ghent University + researcher's external hard disk 
 
* Who has direct access to the raw data (i.e., without intervention of another person)? 
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ... 
    
 
3b. Other files 
----------------------------------------------------------- 
 
* Which other files have been stored? 
  - [X] file(s) describing the transition from raw data to reported results. Specify: 1) A coding scheme was 
stored that has been used to analyse the interview data (Word, NVivo), 2) Description of the selection of 
schools and respondents (Word). 
  - [X] file(s) containing processed data. 1) All interviews were transcribed (Word), 2) All transcribed 
interviews were coded (using coding tree) (NVivo), 3) Qualitative data was transformed in numerical 
scores and saved together with the cleaned and processed teacher survey data (SPSS). 
  - [X] file(s) containing analyses. Specify: 1) Reports of these within-case and cross-case analyses (Word), 
2) Results of double coding (on paper), 2) Correlation results for P-O fit (correlation between aggregated 
scores and individual scores) (Excel), 3) Output ANOVA (SPSS), 4) Output multiple group path analysis 
(lavaan.survery). 
  - [ ] files(s) containing information about informed consent  
  - [ ] a file specifying legal and ethical provisions  
  - [ ] file(s) that describe the content of the stored files and how this content should be interpreted. 
Specify: ...  
  - [ ] other files. Specify: ... 
 
     
* On which platform are these other files stored?  
  - [X] individual PC 
  - [ ] research group file server 
  - [ ] other: ...     
 
* Who has direct access to these other files (i.e., without intervention of another person)?  
  - [X] main researcher 
  - [ ] responsible ZAP 
  - [ ] all members of the research group 
  - [ ] all members of UGent 
  - [ ] other (specify): ...     
 
 
4. Reproduction  
=========================================================== 
* Have the results been reproduced independently?: [ ] YES / [X] NO 
 
* If yes, by whom (add if multiple): 
   - name:  
   - address:  
   - affiliation:  
   - e-mail:  
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
